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qualitative	case	study	investigates	one	of	the	six	qualities.	Using	an	adapted	photovoice	research	
method,	12	parents	in	Johannesburg,	South	Africa	describe	what	spending	enjoyable	time	looks	like	in	
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to	analyze	the	data.	This	study	hopes	to	contribute	to	the	understanding	of	the	strengths	and	challenges	
as	the	lived	experiences	of	South	African	families	are	unpacked.	
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THROUGH	THEIR	EYES:	
PHOTO	STORIES	ABOUT	FAMILY	STRENGTHS	IN	JOHANNESBURG,	SOUTH	AFRICA	
CHAPTER	1:	INTRODUCTION	
Families	are	the	bedrock	of	society	(DeFrain	&	Asay,	2007).	As	outlined	by	Bronfenbrenner,	a	
child’s	development	is	impacted,	directly	and	indirectly,	by	the	people,	institutions,	contextual	settings	
and	invisible	systems	that	make	up	a	child’s	world	(Bowes,	Grace,	&	Hayes,	2009;	Bronfenbrenner,	1994;	
Swick	&	Williams,	2006).	While	the	overlapping	concentric	circles	of	the	ecological	map	are	inseparable,	
nestled	at	the	center	of	the	dynamic	ecological	framework	sits	the	child	and	their	family.		
Circular	Causality	reminds	us	of	the	power	individuals	and	families	have	on	systems	and,	in	
reverse,	the	influence	systems	have	on	families	and	individuals	(Bronfenbrenner,	1994;	Furuto,	2004).	
Recognizing	that	individuals	and	families	make	up	systems,	no	matter	if	families	are	thriving	or	breaking,	
they	will	shape	the	health	of	larger	systems	in	society	(De	Stone,	Meinck,	Sher,	Cluver,	Doubt,	&	
Orkin...Tomlinson,	2016;	DeFrain	&	Asay,	2007;	Gould	&	Ward,	2015;	Raniga	&	Mthembu,	2016).	If	
systems	are	healthy,	families	will	be	better	positioned	to	be	strong	and	thrive.	And	if	families	are	strong,	
they	will	be	able	to	contribute	to	their	communities.	With	the	health	of	society	dependent	on	the	health	
of	the	family,	it	is	essential	that	we	understand	the	realities	of	the	lived	experiences	of	families	in	order	
to	meet	needs	and	pave	the	way	for	a	healthy	future	(DeFrain,	Asay	&	Geggie,	2010).		
1.1	Purpose	of	the	Study	
Global	family	strengths	research	identified	six	characteristics	of	strong	families	which	include:	
appreciation	and	affection,	positive	communication,	spiritual	well-being,	commitment,	enjoyable	time	
together,	and	the	ability	to	manage	stress	and	crisis	effectively	(DeFrain	et	al.,	2010).	Additional	
research	complements	the	DeFrain	study	by	featuring	parent-shared	activities	with	children	as	a	key	
indicator	of	family	well-being	(Christle,	Harley,	Nelson	&	Jones,	2001;	Harper	Browne,	2014;	Hill,	
Stafford,	Seaman,	Ross	&	Daniel,	2007;	Robinson	&	Parker,	2008;	Ward	et	al.,	2015).		
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The	idea	for	the	research	project	stemmed	from	the	combination	of	a	concern	shared	by	
Kingsway	Christian	School	staff	and	administration	that	parents	aren’t	spending	time	with	their	children.	
Underpinned	by	the	DeFrain	et	al.	(2010)	framework,	the	purpose	of	this	qualitative	study	was	to	get	a	
clearer	picture	of	how	families	spend	time	together	as	well	as	to	uncover	the	barriers	to	spending	
enjoyable	time	together	through	an	adapted	photovoice	approach	(Dakin,	Parker,	Amell	&	Rogers,	2015;	
Swick	&	Williams,	2006).	To	access	this	cultural	knowledge	regarding	family	relationships,	participants	
told	visual	stories	with	photographs	and	written	narratives	and	participated	in	focus	group	discussions	
to	paint	a	picture	for	these	four	key	areas:	Enjoyable	activities	I	did	with	my	parent/caregiver,	enjoyable	
activities	I	do	with	my	child,	enjoyable	activities	I	want	to	do	with	my	child,	and	what	keeps	us	from	
spending	enjoyable	time	together.		
Figure	1.	4	Key	Reflection	Questions	for	Photo	Narratives.	
	
1.2	Significance	of	the	Study	
Due	to	oppressive	histories	that	have	resulted	in	systemic	and	spatial	injustices,	many	South	
African	families	are	experiencing	risk	factors	that	impede	the	health	of	the	family	(Nkosi	&	Daniels,	
2007).	Nkosi	and	Daniels	(2007)	advocate	that	research	needs	to	name	and	cultivate	family	strengths	for	
contextual	interventions.	In	order	to	provide	services	and	programs	that	maintain	strong	families,	it	is	
essential	that	we	understand	the	lived	experiences,	interpersonal	relationships,	daily	practices	and	
cultural	values	of	marginalized	families	(Böök	&	Mykkänen,	2014;	DeFrain	&	Asay,	2007;	DeFrain	et	al.,	
2010;	Nkosi	&	Daniels,	2007;	Robinson	&	Parker,	2008).	Uncovering	these	lived	experiences	will	increase	
cultural	knowledge	regarding	family	relationships	and	strengths	specifically	within	the	Kingsway	
Christian	School	community	(Smith,	2014).	
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1.3	South	African	Context		
Research	in	sub-Saharan	African	cities	presents	indicators	that	urban	growth	equates	expansion	
of	slum-like	conditions	and	informal	settlements	where	72	percent	of	the	urban	population	are	living	
and	will	continue	to	live	(UN-Habitat,	2003,	p.	13-15;	UNFPA,	2007,	p.	16).	Within	the	urban	sprawl	
between	Johannesburg	and	Pretoria,	informal	dwellings	can	be	found	along	key	transport	corridors,	on	
unoccupied	land,	on	farms,	and	in	backyards.	Nineteen	percent,	739,758	households,	inhabit	make-shift	
shacks	often	built	with	found	items	(Gauteng	Provincial	Government,	2014,	p.	35).	In	the	densely	
populated	Zandspruit	community,	the	informal	settlement	that	is	the	context	for	this	study,	the	
estimated	population	of	74,000	people	live	in	an	area	less	than	half	of	a	square	mile	(Dawson,	2014a;	
Dawson,	2014b).	These	overcrowded	living	situations	often	involve	poor	infrastructure	lacking	safety,	
sanitation,	access	to	clean	water	and	electricity.		
Over	a	decade	ago,	the	Gauteng	Provincial	Government	worked	towards	an	integrated	
development	plan	for	suburbs,	townships	and	informal	settlements	with	the	aim	to	build	up	
transportation	and	economic	clustering	to	upgrade	living	conditions,	promote	social	upliftment	and	
pursue	a	robust	and	innovative	informal	economic	sector	across	the	city	region	(Gauteng	Provincial	
Government,	2012).	With	the	unemployment	rate	at	26.9%	in	the	Gauteng	City-Region,	creating	
opportunities	for	decent	work	was	prioritized	for	economic	resilience	and	sustainability	and	improving	
livelihoods	(Gauteng	Provincial	Government,	2012,	p.	64;	OECD,	2011,	p.	15).	These	well-intended	plans	
have	to	be	realized.		
1.3.1	Structural	violence.	A	quick	look	at	the	South	African	macrosystems	and	chronosystem	
reveal	a	myriad	of	historical	and	structural	inequalities	based	on	past	and	present	racial	oppression	(de	
Vos,	2014;	Treffry-Goatley,	Wiebesiek	&	Moletsane,	2016).	South	Africa’s	progressive	Constitution,	law	
and	policies	prioritize	wellness,	participation	and	active	citizenship.	These	good	intentions	often	fall	
short	of	materializing	promises,	protections	and	participation	(Gould	&	Ward,	2015;	Storey,	2014;	White	
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Paper,	2012).	Galtung	defined	structural	violence	as	“the	indirect	violence	built	into	repressive	social	
orders	creating	enormous	differences	between	potential	and	actual	human	self-realization”	(Quesada,	
Hart	&	Bourgois,	2011,	p.	2).	While	it	would	be	easy	to	pin	societal	struggles	on	the	agency	and	personal	
decision-making	of	individuals,	everyday	vulnerabilities	reveal	structural	violence	that	originates	from	an	
individual’s	position	within	a	hierarchical	social	order	situated	upon	class	oppression	and	economic	
injustice	(Farmer,	2004;	Tippens,	2017;	Quesada	et	al.,	2011).	As	Alfred	(2015)	describes,	there	is	no	true	
choice	if	the	choice	is	between	toxins;	it’s	all	poison.	Ongoing	poverty,	violence,	and	inequality	plague	
South	Africans	living	in	informal	settlements	and	townships	who	experience	the	daily	effects	of	
structural	violence	that	withhold	power	and	resources	because	of	race,	gender	and	class	(Mkhwanazi	et	
al.,	2018;	Nkosi	&	Daniels,	2007;	Raniga	&	Mthembu,	2016;	Ramphele,	2019;	Tippens,	2017).	
Storey	(2014)	explains	that	life	in	townships	and	informal	settlements	can	be	“characterized	by	
absence	-	the	absence	of	formal	housing,	the	absence	of	employment,	and	the	absence	of	
infrastructure”	(p.	407).	Spatial	inequality	factors	such	as	townships	and	informal	settlements	being	far	
from	city	centers	mean	places	of	work,	schools,	shopping	centers	and	medical	facilities	require	both	
large	amounts	of	time	and	financial	resources	for	the	multiple	taxis	required	to	gain	access	(de	Vos,	
2014,	p.	209;	Storey,	2014).	The	absence	of	resources	has	stretched	caregivers	to	a	place	of	adaptation	
that	often	results	in	the	erosion	of	protective	factors	and	family	strengths	(Dumbrill,	2008;	Mkhwanazi	
et	al.,	2018;	Raniga	&	Mthembu,	2016;	Swick	&	Williams,	2006).		
1.3.2	Changes	in	family	life.	The	historical	and	intentional	breakdown	of	black	South	African	
families	through	labor	migration,	forced	resettlement,	strict	enforcement	to	carry	“pass	books”	
dentification	within	their	country,	cheap	labor	and	unequal	distribution	of	resources	has	resulted	in	
altered	family	structures	and	function	(de	Vos,	2014;	Mkhwanazi	et	al.,	2018;	Nkosi	&	Daniels,	2007;	
Raniga	&	Mthembu,	2016;	Ward,	Makusha	&	Bray,	2015).		
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Caregivers	are	comprised	of	diverse	family	arrangements	and	can	include	mothers,	fathers,	
grannies	and	other	extended	family	members	(Hall	&	Richter,	2018;	White	Paper	2012).	Caregivers	
commonly	experience	the	following	risk	factors:	unemployment,	poverty,	economic	disparity,	violence,	
mental	illness,	HIV/AIDS,	and	systemic	injustices	(Gould	&	Ward,	2015;	Mkhwanazi,	Makusha,	Blackie,	
Naderson,	Hall	&	Huijbregts,	2018;	Nkosi	&	Daniels,	2007;	Ramphele,	2019;	Raniga	&	Mthembu,	2016;	
Statistics	SA,	2019).	In	a	spiral	fashion,	these	challenges	intensify	neglect,	violence	and	abuse	within	the	
family	(Gould	&	Ward,	2015).	
Giving	evidence	to	the	interwoven	nature	and	reciprocal	impacts	of	the	ecological	map,	the	
historical	and	social	processes	in	South	Africa	have	had	direct	implications	on	the	trajectory	of	how	care	
is	given	to	children	(Bronfenbrenner,	1994;	Mkhwanazi	et	al.,	2018).	Children	commonly	navigate	
between	the	dual	housing	arrangements	situated	in	the	urban	home	and	rural	homelands,	a	reality	that	
can	strengthen	intergenerational	attachments	and	share	important	cultural	knowledge	as	families	help	
each	other	with	caregiving,	in	spite	of	fact	that	this	family	system	emerged	out	of	the	oppressive	social	
engineering	that	was	apartheid	(Hall	&	Richter,	2018).		
The	prevalence	of	poverty	that	results	from	structural	violence	and	altered	family	function	is	a	
major	predictor	of	“less	good	parenting”	(De	Stone	et	al.,	2016;	Ramphele,	2019;	Treffry-Goatley	et	al.,	
2016).	Economic	migration	from	rural	to	urban	areas	to	escape	poverty	and	create	means	to	either	pay	
“lobola	(the	bride	price)	or	ukuhlawulela	(‘damages’	or	restitution	for	children	born	outside	of	
marriage)”	resulting	in	low	marriage	rates,	low	cohabitation	between	mothers	and	fathers	and	absent	
fathers	(De	Stone	et	al.,	2016;	Hall	&	Richter,	2018;	Mkhwanazi	et	al.,	2018;	Ward	et	al.,	2015).	Gould	
and	Ward	(2015)	claim	that	“more	than	50%	of	children	in	South	Africa	grow	up	in	households	where	
caregivers	parent	without	the	support	of	the	other	parent.”		
Research	on	parenting	and	existing	South	African	laws	uphold	the	need	for	parenting	
interventions	to	strengthen	parent-child	connections	and	increase	parent	knowledge	(Gould	&	Ward,	
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2015;	Robinson	&	Parker,	2008;	Ward	et	al.,	2015;	White	Paper,	2012).	Currently,	there	is	a	shortage	of	
data	on	South	African	families	and,	according	to	DeFrain	et	al.	(2010),	there	is	also	“a	sizable	knowledge	
gap	between	what	researchers	know	about	the	qualities	of	strong	families	and	how	to	help	strengthen	
families	who	face	considerable	challenges	in	life”,	especially	knowledge	that	focuses	on	strengths	and	
assets	(Dakin	et	al.,	2015;	Nkosi	&	Daniels,	2007;	Ramphele,	2019;	Raniga	&	Mthembu,	2016).	It	is	
essential	that	researchers	establish	collaborative	relationships	with	parents	to	understand	the	lived	
experiences	of	families,	centering	their	experiences	so	that	their	perspectives	are	factored	into	the	
design	of	parent	interventions	(Haglund,	Belknap,	Garcia,	Woda	&	O’Hara,	2016;	Malekoff,	2001;	
Ramphele,	2019;	Swick	&	Williams,	2006;	Ward	et	al.,	2015).	
CHAPTER	2:	LITERATURE	REVIEW	
This	literature	review	was	undertaken	in	order	to	use	best	practices	when	conducting	qualitative	
research	using	an	adapted	photovoice	approach	to	examine	family	strengths	with	parents	from	
Kingsway	Christian	School	in	Johannesburg,	South	Africa.	Search	terms	included:	photovoice,	photo	
elicitation,	photo	narratives,	therapeutic	photography,	fotonovela,	strengths	based	practice,	and	
structural	violence.		
One	of	the	mandates	within	chapter	8	of	the	Children’s	Amendment	Act,	section	144	within	the	
South	African	Constitution	includes	strengthening	positive	relationships	within	families	and	urges	the	
development	of	parenting	courses	that	strengthen	positive	parenting	(Gould	&	Ward,	2015).	
Additionally,	the	Programme	of	Action	on	Violence	against	Women	and	Children	prioritizes	the	
development	and	strengthening	of	positive	parenting	courses	(Gould	&	Ward,	105).	Before	relevant	
parent	courses	are	developed	for	the	South	African	family	living	in	a	township	or	informal	settlement,	it	
is	essential	to	fill	in	the	knowledge	gap	of	what	researchers	know	about	strong	families	in	this	context	
(Dakin	et	al.,	2015;	DeFrain	et	al.,	2010;	Nkosi	&	Daniels,	2007;	Ward	et	al.,	2015).	Storey	(2014)	notes	
that	“local	knowledge	reflects	local	structures	of	power”	and	thus,	frames	local	needs	(p.	416).	By	
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heeding	community	members’	daily	experiences	as	legitimate	knowledge	and	understanding	the	
evolving	relationships	between	caregivers	and	their	children,	institutions	across	the	ecological	map	will	
be	able	to	better	design	services	and	policies	to	meet	actual	needs	that	families	see	as	important	
(Robinson	&	Parker,	2008;	Storey,	2014;	Ward	et	al.,	2015).		
2.1	Strengths	Practice	
	 As	researchers	give	attention	to	the	under-studied	daily	practices	of	families,	we	get	a	glimpse	
into	realities	of	lived	experiences	while	also	tapping	into	the	existing	personal	and	cultural	strengths	that	
serve	as	important	protective	factors	(Böök	&	Mykkänen,	2014;	Dumbrill,	2008;	Raniga	&	Mthembu,	
2016).	The	dynamic	strengths-based	approach	places	emphasis	on	the	belief	that	all	individuals,	families,	
communities	and	cultures	possess	strengths	(Cheon,	2008;	Harper	Browne,	2014).	As	outlined	by	Furuto	
(2004),	the	strengths	approach	has	five	components:	“(1)	developing	positive	attitudes	toward	clients,	
(2)	focusing	on	family	strengths	rather	than	problems,	(3)	encouraging	clients	to	engage	in	effective	
behaviors,	(4)	challenging	clients	to	appreciate	their	own	ethnic	and	cultural	backgrounds,	and	(5)	
encouraging	clients	to	locate	their	own	resources”	(p.	25).		
The	strengths-based	approach	is	an	important	framework	to	engage	South	African	families	as	
current	data	predominately	focuses	on	deficits	and	family	pathology	(de	Vos,	2014;	Dumbrill,	2008;	
Nkosi	&	Daniels,	2007;	Raniga	&	Mthembu,	2016).	By	using	the	strengths-based	approach,	vulnerable	
families,	who	are	often	objects	of	policies	and	victims	of	daily	structural	violence,	become	experts	of	
their	own	stories,	share	in	research	decisions,	and	are	active	participants	using	their	agency	(Harper	
Browne,	2014;	Ncube-Mlilo,	n.d.;	Wang	&	Burris,	1997;	Wang	&	Redwood-Jones,	2001).		
2.2	Visual	Research	
The	concept	of	qualitative	visual	research	using	photography	aligns	itself	with	several	methods	
such	as	photovoice	(Castleden,	Garvin	&	First	Nation,	2008;	Chapman,	Zhu	&	Wu;	2013;	Dakin	et	al.,	
2015;	Dumbrill,	2008;	Gómez	&	Castañeda,	2019;	Johnston,	2016;	Oh,	2012;	Pollak,	2017;	Rose,	
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Shdaimah,	de	Tablan	&	Sharpe,	2016;	Teti,	Cheak-Zamora,	Lolli	&	Maurer-Batjer,	2016;	Treffry-Goatley	
et	al.,	2016;	Wang	&	Burris,		1997;	Wang,	Cash	&	Powers,	2000;	Wang	&	Redwood-Jones,	2001),	photo	
elicitation	(Crivello,	Camfield	&	Woodhead,	2009;	Haglund	et	al.,	2016;	Minthorn	&	March,	2016;	
Weber,	2018;	Woodgate,	Zurba	&	Tennent,	2017),	photo	narratives	(Böök	&	Mykkänen,	2014),	
fotonovela	(Kirova	&	Emme,	2008;	Wang	&	Burris,	1997),	narrative	participatory	photography	(Smith,	
2014)	and	therapeutic	photography	(Gibson,	2017)	.	While	each	of	these	photo-based	methods	have	
unique	features,	they	also	share	many	similarities.	Not	only	is	participatory	photography	a	fun	research	
method	for	participants,	research	on	participatory	photography	recognizes	the	effective	way	this	
empowerment	approach	creates	space	for	reflection	which	opens	up	new	ways	of	conveying	authentic	
lived	experiences	centering	unheard	voices	(Böök	&	Mykkänen,	2014;	Coemans,	Wang,	Leysen	&	
Hannes,	2015;	Drew,	Duncan	&	Sawyer,	2010;	Gibson,	2017;	Kirova	&	Emme,	2008;	Lenette,	Cox	&	
Brough,	2013;	Treffry-Goatley	et	al.,	2016;	Wang	&	Burris,	1997;	Wang-Redwood-Jones,	2001;	Winton,	
2016;	Woodgate	et	al.,	2017).	It	is	an	advantageous	method	to	build	trusting	relationships	that	pave	the	
way	for	co-creation	of	knowledge	(Castleden,	Garvin	&	First	Nation,	2008;	Lenette	et	al.,	2013;	Wang	&	
Burris,	1997).	For	the	sake	of	this	literature	review,	participatory	photography	will	refer	to	the	various	
photo-based	research	methods	unless	a	specific	method,	such	as	photovoice,	is	stated.	
Often	used	within	community-based	participatory	research	(CBPR)	and	participatory	action	
research	(PAR)	methods,	photovoice	has	been	termed	an	empowering	tool	because	of	the	community	
action	embedded	in	its	practice,	particularly	with	marginalized	communities	(Böök	&	Mykkänen,	2014;	
Gibson,	2017;	Wang	&	Burris,	1997;	Wang	et	al.,	2000).	Originally	designed	by	Wang	to	focus	on	health	
with	marginalized	communities,	photovoice	is	a	fitting	methodology	for	exploring	a	variety	of	issues	with	
vulnerable	populations	because	it	is	grounded	on	documenting	community	strengths	and	concerns,	
encouraging	critical	dialogue	between	participants	and	advocating	for	change	(Böök	&	Mykkänen,	2014;	
Castleden	et	al.,	2008;	Chapman	et	al.,	2013;	Coemans	et	al.,	2015;	Dakin	et	al.,	2015;	Gómez	&	
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Castañeda,	2019;	Johnston,	2016;	Oh,	2012;	Teti	et	al.,	2016;	Wang	&	Burris,	1997;	Wang	&	Redwood-
Jones,	2001).		
Photovoice	is	built	upon	the	theoretical	lens	of	education	for	critical	consciousness,	feminist	
theory	and	a	community-based	approach	(Wang	&	Burris,	1997;	Wang	et	al.,	2000).	The	first	lens,	theory	
of	critical	consciousness,	comes	from	Paulo	Freire.	Freire’s	theory	holds	that	all	people	have	the	ability	
to	think	critically	to	reflect	on	their	life,	community,	and	historical	situation	(Böök	&	Mykkänen,	2014,	
Castelden	et	al.,	2008;	Gibson,	2017;	Wang	et	al.,	2000;	Wang	&	Redwood-Jones,	2001).	The	visual	
image	is	a	tool	that	enables	dialogue	and	participation,	both	of	which	help	people	make	connections	and	
find	strategies	to	change	(Böök	&	Mykkänen,	2014;	Gibson,	2017;	Wang	&	Burris,	1997;	Wang	et	al.,	
2000;	Wang	&	Redwood-Jones,	2001).	The	second	lens,	feminist	theory,	creates	platforms	for	seldom-
heard	voices	to	be	heard.	This	lens	“suggests	that	power	accrues	to	those	who	have	voice,	set	language,	
make	history,	and	participate	in	decisions”	(Wang	&	Burris,	1997;	Wang	&	Redwood-Jones,	2001,	p.	
561).	In	sharing	power	and	creating	platforms	for	images	and	words	to	be	shared	publically,	the	feminist	
lens	gives	center	stage	to	local	knowledge	and	experience.	The	third	“community-based	approach”	lens,	
also	described	as	community	photography	and	documentary	photography,	weaves	together	community	
and	photography.	Activist	photographers	report	the	power	of	having	ordinary	people	utilize	the	camera	
to	amplify	their	viewpoints	for	social	change	(Böök	&	Mykkänen,	2014,	Castelden	et	al.,	2008;	Wang	et	
al.,	2000;	Wang	&	Redwood-Jones,	2001).	
The	photovoice	method	is	a	holistic	opportunity	to	“translate	people’s	goals,	needs	and	
aspirations	into	an	accessible	form,”	thereby	promoting	individual	and	collective	empowerment	that	
broadly	strengthens	systems	across	the	entire	ecological	map	as	it	influences	families	in	the	
microsystem,	schools	and	workplace	within	the	exosystem,	and	cultural	beliefs	and	political	systems	
within	the	macrosystem	(Bronfenbrenner,	1994	;	Dakin	et	al.,	2015;	Furuto,	2004;	Lenette	et	al.,	2013,	p.	
1002;	Ronzi,	Pope,	Orton	&	Bruce,	2016).	As	stated	by	Wang	and	Burris	(1997),	the	three	photovoice	
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goals	include:	“(1)	record	and	reflect	their	community’s	assets	and	concerns,	(2)	discuss	issues	of	
importance	to	the	community	in	large	and	small	groups	to	promote	critical	dialogue	and	produce	shared	
knowledge,	and	(3)	reach	policy	makers”	(P.	370).	
The	literature	review	identified	several	overarching	benefits	in	using	photography	as	visual	
research.	These	include:	balancing	power	relations,	agency	and	participation,	accessing	missing	
information	and	tapping	into	oral	traditions	through	photo	narratives.		
2.2.1	Balance	power	relations.	Power	imbalances	in	research	can	result	in	data	that	misses	true	
realities.	Johnston	(2016)	notes	that	one	of	the	greatest	strengths	of	photovoice	is	its	ability	to	shift	
power.	The	nature	of	participatory	photography	methods	neutralizes	power	imbalances	between	
researcher	and	participant	(Böök	&	Mykkänen,	2014;	Castleden	et	al.;	2008;	Chapman	et	al.,	2013;	
Coemans	et	al.,	2015;	Oh,	2012;	Pollak,	2017;	Treffry-Goatley	et	al.,	2016;	Wang	&	Burris,	1997).	Power	
is	transferred	to	participants	by	sharing	control	throughout	the	research	process	which	increases	
participant	autonomy	and	agency	(Coemans	et	al.,	2015;	Oh,	2012;	Teti	et	al.,	2016).	Contrasting	the	
practices	within	systemic	violence	which	deducts	vulnerable	communities	as	objects	of	polices,	it	is	
common	practice	in	participatory	photography	for	participants	to	exercise	control	by	selecting	which	
photographs	to	take,	which	photographs	to	use,	what	stories	they	want	to	tell,	how	they	want	to	share	
their	work	with	the	group	and	in	the	community,	thus	reducing	risk	and	ensuring	participant	viewpoints	
are	centered	(Böök	&	Mykkänen,	2014;	Crivello	et	al.,	2009;	Drew	et	al.,	2010;	Gibson,	2017;	Harper	
Browne,	2014;	Johnston,	2016;	Kirova	&	Emme,	2008;	Kong,	Kellner,	Austin,	Els	&	Orr,	2015;	Wang	&	
Burris,	1997;	Weber,	2018).	As	knowledge	and	meaning	is	co-constructed,	the	divisive	labels	of	expert	
and	non-expert	are	removed	(Gómez	&	Castañeda,	2019;	Johnston,	2016;	Minthorn	&	March,	2016).	
While	the	nature	of	participatory	photography	lends	itself	toward	shifting	the	imbalance	of	
power,	it	takes	intentional	effort	by	the	researcher	to	ensure	power	is	distributed	and	control	is	shared.	
Additionally,	the	way	a	researcher	approaches	a	community	has	the	potential	to	shift	or	maintain	the	
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imbalance	of	power.	Böök	and	Mykkänen	(2014)	importantly	highlight	“the	way	a	researcher	presents	
himself	or	herself,	uses	language,	dresses,	interacts	with	the	child	or	young	person,	and	the	context	of	
the	interview	can	all	influence	the	balance	of	power	in	both	a	positive	and	negative	way”	(p.	620).	
2.2.2	Agency	and	participation.	Participatory	photography	both	requires	and	enables	
participants	to	play	an	active	role	in	the	research	process	(Dumbrill,	2008;	Pollack,	2017).	As	active	role	
players	in	the	research,	participants	are	encouraged	to	see	themselves	as	agents	of	change	instead	of	
victims	of	policy,	empowering	participants	with	a	sense	of	increased	control	over	their	lives	(Haglund	et	
al.,	2016;	Oh,	2012;	Wang	&	Burris,	1997;	Weber,	2018).	Participants	are	active	individually	throughout	
the	data	collection	process	when	they	take	photos	and	reflect	on	the	meaning	of	the	photos.	
Additionally,	participants	are	collectively	involved	when	they	meaningfully	engage	in	group	discussions	
to	further	understand	their	story	within	the	collective	as	knowledge	and	perspectives	are	exchanged	
prompting	mutual	learning	(Kong	et	al.,	2015).	The	foundational	view	of	the	participant	in	participatory	
photography	is	that	they	are	the	experts	of	their	stories	(Haglund	et	al.,	2016;	Johnston,	2016;	Wang	&	
Burris,1997).	
2.2.3	Accessing	missing	information.	Ranging	from	power	imbalances,	cultural	
misunderstandings,	language	limitations,	taboo	topics	and	lack	of	opportunity	for	reflection,	traditional	
forms	of	research	can	overlook	important	knowledge	and	perspectives	which	inhibits	understanding	
lived	experiences	(Böök	&	Mykkänen,	2014;	Castleden	et	al.,	2008;	Drew	et	al.,	2010;	Dumbrill,	2008;	
Haglund	et	al.,	2016;	Kirova	&	Emme,	2008;	Pollak,	2017).	Participatory	photography	methods	of	
research	stimulates	thick	descriptions	of	experiences	that	are	often	difficult	to	access	because	of	the	
barriers	noted	above	(Böök	&	Mykkänen,	2014;	Kirova	&	Emme,	2008;	Woodgate	et	al.,	2017).	
Participatory	photography	accesses	information	beyond	traditional	ways	of	written	or	spoken	word	
resulting	in	participants	uncovering	layers	of	meaning	and	explanation	to	their	stories	(Chapman	et	al.,	
2013;	Coemans	et	al.,	2015;	Minthorn	&	March,	2016;	Wang	&	Burris,	1997;	Weber,	2018).	These	vivid,	
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rich	layers	of	knowledge	and	perspectives	help	participants	communicate	issues	that	are	important	to	
them	and	promote	better	understanding	for	both	participants	and	researchers	(Chapman	et	al.,	2013;	
Drew	et	al.,	2010;	Gibson,	2017;	Kong	et	al.,	2015;	Wang	&	Burris,	1997;	Weber,	2018).		
As	participant	narratives	are	explored,	it	is	important	to	examine	the	photographs	that	are	
shared	as	well	as	photographs	that	could	be	missing	or	that	participants	wish	they	could	have	taken	
(Böök	&	Mykkänen,	2014;	Castleden	et	al.,	2008;	Woodgate	et	al.,	2017).	“Asking	about	‘missing	
photographs’	is	a	tool	to	acquire	richer	and	more	precise	narrative	data	on	the	informant’s	daily	life,	or	
hints	regarding	the	possible	social	and	cultural	codes	that	guide	the	photographing	activity”	(Böök	&	
Mykkänen,	2014,	p.	617).		
While	participants	have	an	advantage	over	the	researcher	of	moving	within	the	familiarity	of	
their	community	as	they	gather	personal	data,	familiarity	can	sometimes	restrict	introspection	and	the	
understanding	of	a	person’s	own	story	(Wang	&	Redwood-Jones,	2001).	Additionally,	oppressive	
histories,	structural	violence	and	the	resulting	consequences	of	poverty	and	normalized	violence	can	
alter	a	person’s	understanding	of	their	own	story	(de	Vos,	2014;	Mkhwanazi	et	al.,	2018;	Nkosi	&	
Daniels,	2007;	Quesada	et	al.,	2011;	Weber	2018).	The	sensory	nature	of	capturing	visual	stories	with	a	
camera	in	their	own	community	prompts	participants	toward	deeper	reflection	and	new	understandings	
(Castleden	et	al.,	2008;	Kirova	&	Emme,	2008;	Wang	et	al.,	2000).	Wang	et	al.	(2000)	share	how	one	
participant	stated	that	the	photovoice	project	“enabled	them	to	notice	their	surroundings	in	a	
deliberate	fashion,	to	observe	their	environment	with	new	curiosity,	and	to	imagine	the	world	from	
another	person’s	point	of	view”	(p.	86).	The	invitation	to	explore	one’s	story	and	environment	guides	
participants	to	a	place	of	“negotiating	and	re-negotiating	personal	understandings,	to	find	their	own	
sense	of	reality	within	a	collaborative	context’’	(Coemans	et	al.,	2015,	p.	35).	The	result	is	“new	ways	of	
knowing	that	changes	the	way	of	seeing,”	thus	creating	opportunities	to	understand	the	true	essence	of	
experience	for	participant	and	researcher	(Kirova	&	Emme,	2008).	
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2.2.4	Photo	narratives.	Following	the	acts	of	taking	and	examining	photographs,	the	next	step	
of	action,	photo	elicitation,	leads	participants	toward	the	narrative	that	exists	beyond	the	photograph	
providing	researchers	with	multiple	ways	of	knowing	(Böök	&	Mykkänen,	2014;	Castleden	et	al.,	2008;	
Kong	et	al.,	2015;	Ronzi	et	al.,	2016;	Winton,	2016).	The	pairing	of	photographs	with	words,	spoken	or	
written,	helps	researchers	consider	the	context	of	its	production	and	significance	(Kirova	&	Emme,	2008;	
Winton,	2016).	To	help	structure	interviews	that	explore	deeper	meaning	beyond	the	photograph,	
researchers	frequently	use	the	SHOWeD	method,	or	an	adapted	version	of	it,	to	detail	context	and	
meaning	(Castleden	et	al.,	2008;	Chapman	et	al.,	2013;	Dakin	et	al.,	2015;	Haglund	et	al.,	2016;	Johnston,	
2016;	Wang	et	al.,	2000;	Wang	&	Redwood-Jones,	2001;	Rania,	Migliorini,	Rebora	&	Cardinali,	2014;	
Woodgate	et	al.,	2017).	Woodgate	et	al.	(2017)	explains	that	following	the	SHOWeD	method,	“questions	
progressively	challenge	co-researchers	to	explore	the	deeper	meanings	of	the	image	towards	providing	
insights	about	the	determinants	of	issues	and	ways	forward	for	the	development	of	solution	and/or	
interventions”	(p.	3).		
The	success	of	photo	elicitation	in	personal	interviews	stems	from	the	nurturing	of	a	trusting	
relationship	with	the	researcher	and	increased	confidence	of	those	being	researched	as	a	result	of	the	
way	control	is	shared.	The	nature	and	processes	of	participatory	photography	builds	rapport	and	trust	
which	creates	a	sense	of	safety	and	thus	increases	the	ease	in	which	participants	are	able	to	share	their	
stories	(Castleden	et	al.,	2008;	de	Vos,	2014;	Kong	et	al.,	2015;	Wang	et	al.,	2000;	Weber	2018).	
Additionally,	due	to	the	ways	control	is	shared	and	agency	activated,	the	photo	elicitation	process	
prompts	an	increased	confidence	which	results	in	sharing	stories	with	even	greater	detail	(Haglund	et	
al.,	2016;	Kong	et	al.,	2015;	Weber,	2018).	
Another	significant	feature	of	participatory	photography	methods	is	the	way	the	narrative	
process	coincides	with	cultures	that	have	histories	of	oral	traditions	(Dumbrill,	2008;	Lenette	et	al.,	
2013).	Böök	and	Mykkänen	(2014)	note	that	to	narrate	is	to	storytell.	For	centuries,	cultures	have	
	
	
14	
centered	around	the	protective	factor	that	is	storytelling.	While	urban	migration	and	systemic	injustices	
have	disconnected	families	from	traditional	ways	of	living	and	threatened	the	practices	of	storytelling,	it	
is	still	held	as	a	value	in	South	Africa	(Nkosi	&	Daniels,	2007).	Participatory	photography	that	lends	itself	
toward	visual	storytelling	is	an	excellent	way	to	respect	oral	histories	and	resonate	with	cultures	who	
hold	it	as	valuable	(de	Vos,	2014).	In	making	a	pathway	for	storytelling,	researchers	will	be	able	to	
uncover	hard	to	access	stories	while	creating	beneficial	research	conditions	that	provide	critical	
reflection	and	human	liberation	(de	Vos,	2014).	
CHAPTER	3:	METHODS	
3.1	Positionality	Statement	
As	a	white	woman	who	moved	to	Nigeria	at	the	age	of	22,	I	have	experienced	life	as	an	adult	
third	culture	kid	(ATCK).	Growing	up	in	a	homogenous,	predominately	Christian,	Midwestern	small	town	
cemented	specific	American	values	and	rhythms	that	involved	a	focus	on	faith,	family,	community	and	
individualism.	Moving	to	Nigeria	as	a	young	adult	and	then	raising	my	own	family	of	three	children	in	
Nigeria	and	South	Africa	invited	a	process	of	unlearning,	honoring	differences	and	blending	values.	This	
process	was	reinforced	as	we	made	decisions	that	immersed	us	within	the	cultural	context	of	Nigeria	
and	South	Africa.	We	intentionally	made	decisions	such	as	using	local	private	schools	over	international	
schools	and	living	within	local	communities	rather	than	expat-saturated	communities	to	create	a	context	
of	unlearning	for	us	as	a	family.	Living	in	and	parenting	in	cultures	different	to	my	own,	we	lived	
reflexively	as	we	adapted	to	different	environments,	situations	and	ways	of	being.	The	strengths	within	
the	Nigerian	and	South	African	cultures	have	strengthened	my	own	family,	particularly	that	of	having	an	
open	home,	a	broader	definition	of	family,	and	repositioning	to	a	more	relational	orientation.		
Raising	my	own	children	for	eight	years	in	Nigeria	and	seven	years	in	South	Africa,	I	have	come	
to	see	both	the	commonalities	and	differences	in	culture	I	was	raised	in	and	that	of	others.	My	
experience	of	power	dynamics	due	to	socio-economic	status,	particularly	race	and	economics,	is	vastly	
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different	than	that	of	the	participants	in	the	study.	In	spite	of	personal	experience	parenting	in	these	
different	African	contexts	and	academic	understandings	of	global	family	studies,	there	remains	a	lot	for	
me	to	learn	in	understanding	many	of	the	family	dynamics	in	urban	African	settings.		
As	a	Certified	Child	Life	Specialist	and	educator,	my	previous	work	focused	on	empowering	
children	and	giving	them	safe	spaces	for	reflection	and	meaning	making,	primarily	through	therapeutic	
photography	projects	and	book	clubs.	To	date,	I	have	written	and	implemented	nine	therapeutic	
photovoice	adapted	programs	with	children.	As	I	worked	in	schools	and	the	NGO	sector,	I	realized	the	
negative	light	in	which	Africans	and	marginalized	communities	are	often	portrayed	and	seen.	
Additionally,	I	noted	that	efforts	to	empower	children	outweigh	the	efforts	to	empower	the	family.	To	
better	support	and	empower	the	family,	I	recently	started	working	more	holistically	with	children	and	
families.	In	conducting	research,	I	wanted	to	better	understand	the	lived	experiences	of	South	African	
families	in	the	community	near	where	I	was	living	and	working.		
3.2	Project	Background		
This	study	was	initiated	through	an	existing	relationship	between	the	researcher	and	Kingsway	
Christian	School.	Previously,	the	researcher	implemented	three	photography	programs	with	the	7th	
grade	class	in	2016,	2017,	and	2019.	Additionally,	the	researcher	did	a	writing	project	with	a	7th	grade	
class	and	was	part	of	a	parent	outreach	project	in	2018.	
Kingsway	Christian	School,	situated	in	Randpark	Ridge,	Johannesburg,	South	Africa,	is	a	
registered	Non-Profit	Organization	that	strives	“to	provide	quality	education	and	holistic	care	to	children	
who	might	otherwise	not	have	had	access	to	education”	(Kingsway	Christian	School,	2020).	The	school	
was	looking	for	new	ways	of	connecting	with	the	parents	in	their	school	community	and	were	eager	to	
extend	the	invitation	of	this	study	to	the	parents.		
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3.3	Study	Design	
This	qualitative	study	used	a	case	study	research	design	and	was	grounded	in	an	adapted	
photovoice	process.	Photovoice,	developed	by	Caroline	Wang,	Mary	Anne	Burris	and	colleagues	in	the	
1990’s,	was	designed	to	work	with	vulnerable	populations	(Böök	&	Mykkänen,	2014;	Castleden	et	al.,	
2008;	Chapman	et	al.,	2013;	Coemans	et	al.,	2015;	Dakin	et	al.,	2015;	Gómez	&	Castañeda,	2019;	
Johnston,	2016;	Oh,	2012;	Teti	et	al.,	2016;	Wang	&	Redwood-Jones,	2001).	The	theoretical	framework	
that	underlies	photovoice	and	the	three	goals	of	photovoice	are	described	in	detail	in	the	literature	
review.		
3.3.1	Working	with	Marginalized	Populations	Participants	in	this	study	came	from	indigenous	
and	marginalized	communities	that	represent	a	hard	to	reach,	under-researched	population.	The	first	
consideration	of	the	study	design	was	to	try	to	understand	this	community’s	indigenous	ways	of	
knowing	and	to	select	appropriate	research	activities	(Lekoko,	2007;	Ncube-Mlilo,	n.d.;	Swartz,	2011).	
The	Imbeleko	approach,	as	described	by	Narrative	Therapist	Ncazelo	Ncube-Mlilo,	urges	for	practices	
that	“center	the	knowledges	and	skills	of	those	who	are	affected	by	problems”	(Ncube-Mlilo,	n.d.;	Stiles,	
Alaraudanjoki,	Wilkinson,	Ritchie	&	Brown,	2019).	South	Africa’s	oral	traditional	culture	prioritizes	
storytelling	as	a	way	of	engaging	in	and	sharing	local	knowledge	to	communicate	experiences,	culture	
and	values	that	link	the	past,	present	and	future	(Lekoko,	2007;	Nkosi	&	Daniels,	2007;	Robinson	&	
Parker,	2008;	Suffla,	Kaminer	&	Bawa,	2012).	
A	second	and	essential	component	was	to	find	ways	to	foster	trust	(Robinson	&	Parker,	2008).	
To	counter	the	“parachute”	approach	that	the	classic	photovoice	approach	can	take	with	researchers	
temporarily	dropping	in	and	out	of	communities,	the	researcher	selected	study	participants	based	on	an	
existing	healthy	relationship	with	Kingsway	Christian	School	(Castelden	et	al.,	2008).	While	the	
participants	did	not	know	the	researcher	prior	to	the	study,	her	trusted	relationship	with	the	school	
assisted	in	establishing	trust	with	participants.	Trust	was	further	established	when	the	researcher	visited	
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each	of	the	participant	homes.	As	the	researcher	displaced	herself,	rather	than	just	asking	participants	
to	displace	themselves,	essential	trust	was	built	(Castelden	et	al.,	2008).	The	relational	culture	where	the	
study	took	place	required	the	researcher	to	enter	into	a	relationship	mutuality	of	two-way	sharing,	
requiring	both	researcher	and	participant	to	share	of	themselves	and	their	stories	(Parker	&	Rubin,	
2017;	Swartz,	2011).	This	involved	making	extra	time	for	greeting	in	and	outside	of	meeting	times	and	
honoring	the	“sacred	relationship	and	connectedness	between	the	people,	environment,	ancestors	and	
religious	beliefs”	(Nkosi	&	Daniels,	2007,	p.	22).	Participants	were	overjoyed	to	receive	the	researcher	in	
their	homes.	One	participant	took	a	photo	during	a	visit	and	sent	a	message	to	her	white	boss	to	show	
that	it	is	possible	for	white	women	to	visit	her	community.	
Power	needed	to	be	shared	with	participants	in	order	to	establish	a	trusting	relationship	
(Castleden	et	al.,	2008;	Green	et	al.,	2018).	Participants	were	invited	to	contribute	in	meaningful	ways	
through	the	active	process	of	taking	photographs	and	engaging	in	focus	group	conversations	(Green	et	
al.,	2018).	The	act	of	collecting	knowledge	through	the	interactive	photovoice	process	facilitated	active	
participation	and	a	shared	sense	of	ownership	of	the	research	(Castleden	et	al.,	2008;	Suffla	et	al.,	2012).	
Through	an	iterative	process,	participants	were	prompted	to	take	additional	photographs	and	to	add	
stories	they	had	not	thought	of	and	shared	in	decision-making	throughout	the	study	(Castelden	et	al.,	
2008;	Green	et	al.,	2018).	
The	third	consideration	was	selecting	an	appropriate	venue	that	was	familiar	to	the	participants,	
held	the	fewest	barriers	for	participants	to	access,	and	provided	a	safe,	welcoming	environment	(Green,	
Burke	&	McKenna,	2018;	Robinson	and	Parker,	2008).	Considerable	thought	was	put	into	how	and	
where	the	researcher	met	with	participants.	The	school	was	deemed	the	best	venue	since	it	was	familiar	
and	proximate	to	all	participants.	The	time	of	the	first	meeting	was	scheduled	for	the	typical	time	slot	in	
which	parent	meetings	are	usually	held	at	the	school.	Subsequent	meeting	times	were	agreed	upon	by	
the	participants	to	accommodate	all	of	their	schedules.	
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3.3.2	Reasons	for	photovoice.	An	adapted	photovoice	method	was	selected	for	several	reasons.	
Firstly,	it	was	selected	for	the	culturally	sensitive	way	photovoice	positions	and	invites	vulnerable	
communities	to	tell	their	stories	and	the	way	photovoice	aligns	with	the	oral	cultures	and	cultural	
preferences	of	storytelling	in	the	South	African	context	(Böök	&	Mykkänen,	2014;	Castleden	et	al.;	2008;	
Dumbrill,	2008;	Lenette	et	al.,	2013;	Ramphele,	2019;	Ronzi	et	al.,	2016;	Treffry-Goatley	et	al.,	2016;	
Wang	&	Burris,	1997).	With	the	“voice”	in	photovoice	representing	“voicing	our	individual	and	collective	
experience,”	photovoice	centers	participant	and	communities	as	the	experts	of	their	own	story	and	
makes	space	for	local	knowledge	(Garner,	2013;	Ncube-Mlilo,	n.d.;	Nkosi	&	Daniels,	2007;	Suffla	et	al.,	
2012;	Wang	&	Burris,	1997).	The	combination	of	images	and	storytelling	situated	participants	to	actively	
share	stories	rather	than	forced	choice	responses	to	the	research	question	(Suffla	et	al.,	2012).	
Photovoice	also	aligns	with	the	South	African	cultural	value	of	“ubuntu,”	a	philosophy	of	life	that	
embraces	“a	person	is	only	a	person	through	other	persons.”	In	honoring	personal	and	the	collective	
story,	photovoice	deploys	“empathy,	sharing	and	cooperation	in	an	effort	to	resolve	common	problems”	
(Nkosi	&	Daniels,	2007,	p.	19;	Ramphele,	2019).		
Secondly,	photovoice	was	selected	for	the	innate	nature	in	the	how	photovoice	shifts	power	
through	co-construction	of	knowledge	(Böök	&	Mykkänen,	2014;	Castleden	et	al.;	2008;	Coemans	et	al.,	
2015;	Johnston,	2016;	Kirova	&	Emme,	2008;	Pollak,	2017;	Treffry-Goatley	et	al.,	2016)	and	develops	
trusting	relationships	(Castleden	et	al.;	2008;	Wang	et	al.,	2000).	The	reflexive	photovoice	method	heeds	
the	impacts	of	structural	violence	proved	to	be	a	fitting	approach	for	the	context	of	this	study	
(Mkhwanazi	et	al.,	2018;	Quesada	et	al.,	2011;	Tippens,	2017).		
Thirdly,	the	adapted	photovoice	process	of	taking	photos	to	document	and	make	sense	of	
experience,	discuss	as	a	group,	and	present	to	the	community	was	familiar	to	some	of	the	participants.	
Several	participants	had	exposure	to	previous	participatory	photography	programs	the	researcher	
implemented	with	students	at	Kingsway	Christian	School.	Previous	programs	used	the	camera	as	a	tool	
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to	gain	new	personal	knowledge,	to	learn	new	skills	and	knowledge	for	empowerment	and	resilience,	
and	to	share	ideas	within	the	community	(Dakin	et	al.,	2015;	Drew	et	al.,	2010;	Woodgate	et	al.,	2017).	
3.3.3	Blending	photovoice	and	photo	elicitation.	Features	of	photovoice	and	photo	elicitation	
were	blended	in	order	to	learn	about	individual	family	stories	as	well	as	the	collective	parenting	
experience	in	the	community.	Kong	et	al.	(2015)	explain	that	“photovoice	differs	from	photo	elicitation	
in	the	extent	of	participation	and	goals”	(p.	214).	Photo	elicitation	leans	toward	a	more	individual	
process	that	offers	insights	into	the	construction	of	self	(Kong	et	al.,	2015;	Ronzi	et	al.,	2016;	Winton,	
2016).	The	photography	part	of	the	process	was	used	to	elicit	reflection	in	order	to	access	past	and	
present	stories.	Taking	photos,	writing	descriptions	and	the	resulting	photographs	were	used	to	evoke	
and	awaken	personal	stories	and	for	individual	meaning-making	(Castleden	et	al.,	2008;	Lekoko,	2007).		
For	this	study,	participants	took	photos	and	wrote	descriptions	in	their	homes.	Writing	
descriptions	in	their	home	as	opposed	to	writing	descriptions	within	the	classroom	was	an	intentional	
choice	to	reduce	issues	of	hierarchy,	power	imbalances	and	insecurities.	Some	participants	wrote	the	
descriptions	themselves.	Two	participants	dictated	their	answers	for	the	researcher	to	write.	The	
majority	of	participants	recruited	help	from	family	members	during	this	step	of	the	study.	Participants	
shared	their	photographs	with	each	other	during	the	study	and	were	proud	to	exhibit	their	photos	at	the	
closing	celebration.	However,	the	photographs	and	written	descriptions	in	workbooks	were	used	as	a	
personal	prompt	and	conduit	that	added	value	to	the	focus	group	discussion	rather	than	being	staged	as	
the	main	feature	when	the	participants	met	to	discuss	their	experience.	The	focus	group	discussion	held	
space	for	the	mutual	learning	that	took	place	during	group	discussions	to	foster	even	greater	
empowerment	(Kong	et	al.,	2015).	
Oh	(2012)	highlights	the	collective	focus	of	photovoice	by	describing	that	the	“running	thread	in	
photovoice	projects	is	the	enhancement	of	(marginalized)	community	through	participation”	which	is	
used	to	promote	change	in	the	lives	of	the	oppressed	(p.	283;	Ronzi	et	al.,	2016).	Typical	photovoice	
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projects	employ	individuals	across	the	entire	ecological	map,	participants	all	the	way	up	to	
policymakers,	to	take	action	and	advocate	for	change	on	personal	and	systemic	levels	(Bronfenbrenner,	
1994;	Kong	et	al.,	2015;	Wang	et	al,	2000;	Wang	&	Redwood-Jones,	2001).	In	order	to	avoid	the	false	
hopes	of	changing	failing	systems,	the	focus	on	change	was	not	at	the	policy	level.	This	adapted	
photovoice	study	provided	an	interactive	photo	exhibition	at	the	school	to	feature	participant	images	
and	stories	within	the	community	as	a	form	of	celebration	and	continued	dialogue	on	how	individuals	
and	the	school	can	commit	to	strengthen	families	in	the	community	(Dakin	et	al.,	2015;	Johnston,	2016).	
3.4	Participants	and	Recruitment	
3.4.1	Recruitment	process.	Participant	recruitment	and	data	collection	took	place	between	July	
through	September,	2019	(see	Appendix	A	for	project	timeline).	Using	convenience	sampling	with	a	self-
determination	process,	Kingsway	Christian	School	extended	the	invitation	to	parents	of	children	in	
grades	5,	6	and	7	to	participate	in	the	study.	The	administrator	extended	a	verbal	invitation	in	July	at	an	
all-school	parent	meeting.	The	grade	7	head	teacher	followed	up	by	giving	interested	families	a	paper	
invitation	which	included	a	project	description,	project	goals,	project	timeline,	a	list	of	requirements	in	
order	to	participate,	and	a	reply	slip	to	indicate	participation	(see	Appendix	A).	The	researcher	followed	
up	with	interested	families	to	confirm	participation.	Participants	met	during	the	months	of	August	and	
September,	ending	with	a	closing	celebration	in	October.	
3.4.2	Description	of	Participants.	Parents	of	students	in	grades	5	–	7	were	targeted	for	
participation	in	order	to	examine	already	established	ways	of	engagement.	A	total	of	12	parents	
participated	in	the	study,	nine	female	and	three	male.	Table	1	provides	the	demographics	of	
participants.	Kingsway	families	live	in	highly	stigmatized	communities	that	neighbor	Randpark	Ridge	
where	Kingsway	Christian	School	is	located.	Homes	range	from	shacks	in	the	local	informal	settlement	
Zandspruit	to	multiple-room	homes	on	employer	plots	to	RDP’s	(Government	subsidized	homes	given	
through	the	Reconstruction	and	Development	Programme)	in	the	township	Cosmo	City.	Kingsway	
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students	come	from	homes	that	range	from	healthy	to	abusive	but	have	the	common	factor	of	
economic	insecurity	(Kingsway	Christian	School,	2020).	Poverty	and	normalized	violence	are	common	
features	of	the	participants’	communities	resulting	from	issues	of	structural	violence	due	to	the	legacy	
of	apartheid	(deVos,	2014;	Gould	&	Ward,	2015;	Mkhwanazi	et	al.,	2018;	Treffry-Goatley	et	al.,	2016;	
Ward	et	al.,	2015).	
3.4.3	Compensation.	There	was	no	compensation	given	for	participating	in	the	study.	To	show	
gratitude	to	the	parent	participants	for	the	large	amounts	of	time	given	to	the	study	and	in	order	to	
honor	the	stories	they	shared,	participants	received	a	copy	of	each	photo	they	selected	to	use	as	part	of	
their	stories	as	well	as	a	family	photograph	that	was	taken	at	the	closing	celebration.		
3.5	Ethical	Considerations		
3.5.1	Child	participation.	There	were	many	ethical	considerations	to	keep	in	mind	while	setting	
the	stage	for	this	research	project.	It	did	not	seem	ethical	to	promote	enjoyable	family	experiences	
without	allowing	families	to	enjoy	this	experience	of	reflection	together.	Children	were	invited	to	
participate	in	the	project	alongside	their	parent	or	caregiver,	thus	promoting	enjoyable	time	together,	
stronger	bonds	and	prompting	communication	between	caregivers	and	their	children	(Harper	Browne,	
2014).	In	order	to	protect	the	children	throughout	this	process,	the	child’s	data	was	not	analyzed	or	
reported	on	in	order	to	protect	their	privacy.		
3.5.2	Inclusion	of	fathers.	Likewise,	the	researcher	initially	sought	to	include	only	mothers	in	an	
attempt	to	reduce	gender	bias	and	to	create	a	safe	space	to	potentially	discuss	taboo	topics.	When	
fathers	surprisingly	requested	to	join	the	study,	it	did	not	feel	ethical	to	exclude	them	considering	the	
historical	separation	of	fathers	thrust	upon	families	due	to	labor	migration	as	well	as	the	enforcement	of	
the	apartheid	design	(Hall	&	Mokomane,	2018;	Hall	&	Richter,	2018;	Nkosi	&	Daniels,	2007;	Ramphele,	
2019;	Raniga	&	Mthembu,	2016;	Ward	et	al.,	2015).	A	decision	was	made	between	Kingsway	Christian	
School	and	the	researcher	to	allow	for	the	presence	and	participation	of	fathers	in	the	study.	  
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Table	1.	Participant	Demographics.		
NAME AGE	 WORK	 CHILDHOOD HOME 
LOCATION	
CURRENT HOME LOCATION	 TIME IN 
CURRENT HOME	
MARITAL 
STATUS	
PARENTAL STATUS	 NUMBER OF CHILDREN	
Participant 1 53	 Car	crew	(panel	beating)	 Mphahlele	/	Lebowakgomo,	
Limpopo	
Plot	51,	Zandspruit,		 Since	2004,	15	
years	
Separated	 Parenting	with	wife	but	
separated	
4:	2	young	adults,	2	
school	age	
Participant 2 39	 Grade	6	Teacher	 Zimbabwe	 Laser	Park	in	Eagle	Grove	Complex	 3	years	 Married	 Parent	with	husband	 2:	1	high	school,	1	
school	age	
Participant 3 45	 Quality	Control	 Limpopo	 Zandspruit,	Main,	in	Honeydew	 20	years	 Single	 Single	 3:	1	adult	with	own	
child,	2	school	age	
Participant 4 33	 Unemployed	 Mpumalanga	 Zandspruit,	Honeydew	 15	years	 Widow	 Single	parent	 2:	school	age	
Participant 5 51	 Unemployed	 Limpopo	 Randpark	Ridge,	plot	near	the	
school	
11	years	 Married	 Parent	with	husband	 2:	school	age	at	home,	
2	older	adults	in	
another	province	
Participant 6 45	 Office	Admin	 Nquthu	and	Ladysmith,	
KwaZulu-Natal		
Did	not	specify	 12	years	 Widow	 Single	parent	 3:	2	young	adults	and	
1	school	age	
Participant 7 40	 Grade	7	Teacher,	Tutor,	
school	taxi	driver	
Soweto	 Cosmo	City	 12	years	 Married	 Parent	with	husband	 3:	school	age	
Participant 8 50	 2	food	trucks	 Port	Elizabeth	 Laser	Park,	plot	from	employer,	in	
Honeydew	
20+	years	 Married	 Parent	with	husband		 2:	older	son	living	in	a	
different	city,	1	school	
age	
Participant 9 44	 Unemployed	 Venda	 Silvertown,	Zandspruit,		 6	years	 Married	 Parenting	with	wife,	1	
child	living	with	his	
mom	in	Venda	
3:	2	in	home	(1	school	
age,	1	preschool	age)	
Participant 10 37	 Personal	Trainer		 Daveyton,	Limpopo	 Cosmo	City,	Randburg	 11	years	 Married	 Parent	with	wife	 3:	school	age	
Participant 11 42	 House	mom	at	childrens	
home	+	social	work	student	
Limpopo	 Zandspruit	children’s	home	 Since	1997,	22	
years	
Did	not	
disclose	
Single	 1:	1	biological,	many	
at	the	home	
Participant 12 30	 New	job	doing	domestic	
work	
Small	town	in	Malawi	 Laser	Park,	on	a	plot	belonging	to	
husband’s	employer	
Since	2016,	3	
years		
Married	 Parent	with	husband		–	
but	mostly	on	own	with	
help	from	neighbors	
3:	2	school	age,	1	
infant	
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3.5.3	Informed	consent.	Informed	consent	and	issues	of	confidentiality	were	addressed	in	
different	ways	throughout	the	study.	Prior	to	the	start	of	the	first	workshop	on	Saturday,	August	3,	
2019,	informed	consent	was	considered	as	the	researcher	explained	the	requirements	of	the	study	and	
to	ensure	participants	had	full	understanding	of	how	photographs	and	their	stories	would	be	used.	
Parent	participants	signed	informed	consent	forms	before	the	workshop	began.	Due	to	limited	financial	
resources,	work	demands	and	transportation	challenges,	it	was	essential	to	balance	a	timetable	that	
respected	participant	constraints	while	still	allowing	for	adequate	time	to	get	a	clear	picture	of	the	topic	
being	studied.	While	it	would	have	been	ideal	to	obtain	informed	consent	prior	to	the	first	meeting,	the	
researcher	and	involved	Kingsway	teachers	agreed	it	better	suited	the	needs	of	families	to	do	this	at	the	
first	workshop	due	to	constraints	related	to	time,	other	responsibilities	on	the	weekend,	and	
transportations	costs.	
Additionally,	participants	were	advised	during	the	first	workshop	to	obtain	verbal	consent	from	
people	before	taking	their	photo	and	to	obtain	signed	informed	consent	if	the	participant	wanted	to	use	
that	photo	in	their	final	selections	for	the	exhibition	(Böök	&	Mykkanen,	2014;	Wang	and	Redwood-
Jones,	2001).	Participants	were	given	simplified	informed	consent	forms	to	use	if	needed.	Verbal	
consent	was	sought	before	sharing	any	of	the	participant	selected	written	or	visual	stories	at	the	closing	
celebration.	Participants	will	be	contacted	before	photographs	are	published	in	any	way.	Participants	
were	informed	that	they	had	the	right	to	drop	out	of	the	program	at	any	time.	IRB	approval	for	the	study	
was	granted	by	University	of	Nebraska-Lincoln.		
3.6	Data	Collection	
3.6.1	Data	collection	process.	The	data	collection	process	had	five	movements	(see	figure	1).	In	
the	first	movement,	participants	attended	a	workshop	in	a	classroom	at	Kingsway	Christian	School.	This	
workshop	took	place	on	a	Saturday	afternoon	which	was	a	typical	time	for	parent	meetings	at	the	
school.	The	following	steps	were	taken	during	the	workshop:	the	researcher	welcomed	participants,	
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explained	the	purpose	of	the	study,	participants	signed	informed	consent	forms,	the	four	research	
questions	were	explored	(see	Appendices	B	and	C),	photography	tips	were	given,	and	participants	
become	familiar	with	the	camera	assigned	to	them.	Due	to	the	researcher’s	previous	experience	
implementing	participatory	photography	programs,	she	was	able	to	supply	each	participant	with	a	
digital	camera	to	borrow	for	the	duration	of	the	program.	Cameras	were	returned	when	participants	felt	
they	took	all	the	photos	they	needed	to	address	each	of	the	four	key	questions.	Some	participants	took	
their	photos	over	a	weekend	while	others	took	photos	all	the	way	up	to	the	closing	celebration.		
Figure	2.	Five	Movements	of	Data	Collection	Process	from	Participant	Workbooks	
	
Second	movement	of	data	collection.	The	second	movement	included	two	steps.	Step	one	
involved	participants	taking	photos	in	their	homes	and	community	and	expanding	details	of	their	story	
by	writing	descriptions	in	their	photo	log.	Step	two	was	intended	to	be	one-on-one	consultations	
between	researcher	and	each	participant	in	participant	home	once	the	work	to	taking	photos	and	
writing	descriptions	was	well	under	way.	These	one-on-one	consultations	in	participant	homes	were	
intended	to	build	relationships,	check	on	the	progress,	encourage	their	work,	and	get	more	detailed	
information	for	fuller	understanding.	However,	issues	of	power	and	language	barriers	became	very	
evident	during	the	workshop.	Participants	left	the	first	workshop	unsure	of	their	task.	Due	to	language	
and	power	barriers	experienced	during	the	first	workshop,	it	was	evident	one-one	one	visits	needed	to	
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begin	immediately	after	the	initial	workshop	to	ensure	understanding	and	to	strengthen	trust	between	
the	researcher	and	participants.	Realizing	this,	the	researcher	deemed	it	important	to	add	in	extra	visits	
to	participant	homes.	The	week	following	the	workshop,	the	researcher	visited	participant	homes	to	
greet,	answer	questions,	and	ensure	understanding.	When	the	researcher	apologized	for	the	confusion	
and	the	difficultly	her	accent	may	have	caused	when	visiting	Participant	3’s	home,	she	remarked,	“No	
man,	it	wasn’t	you’re	accent,	was	your	skin!	Most	of	us	–	we	only	talk	to	white	people	like	a	boss.	We	
were	unsure	[of	what	to	expect]	so	we	decided	we	couldn’t	hear	you	even	before	you	spoke.”	Displacing	
the	researcher	to	participant	homes	rather	than	displacing	the	participants	was	important	in	reducing	
power	imbalances	and	building	rapport	and	trust;	given	the	apartheid	legacy,	trust	building	took	extra	
time	in	the	research	process	but	was	crucial	to	gaining	trust	and	accessing	authentic	stories	(Böök	&	
Mykkänen,	2014;	Castleden	et	al.,	2008;	Chapman	et	al.,	2013;	Oh,	2012;	Pollak,	2017;	Robinson	&	
Parker,	2008;	Treffry-Goatley	et	al.,	2016;	Quesada	et	al.,	2011).		
Third	movement	of	data	collection.	The	third	movement	required	participants	to	select	favorite	
images	and	to	confirm	the	visual	stories	they	wanted	to	share	with	the	larger	group.	The	researcher	met	
with	most	participants	in	their	home	to	collect	their	selected	work	while	others	sent	their	work	to	the	
school	during	the	week	to	be	delivered	to	the	researcher.	After	confirmed	stories	were	submitted,	the	
researcher	typed	up	written	narratives	from	participant	photo	logs	so	that	participants	could	edit	the	
typed	copy	to	ensure	accurate	understanding	and	avoid	false	narratives	(Alfred,	2015;	Dakin	et	al.,	2015;	
Wang	&	Redwood-Jones,	2001).	Participants	were	welcome	to	add	photos	and	stories	to	their	collection	
of	work	throughout	the	program.	Several	participants	who	were	intimidated	with	the	camera	and	
process	in	the	beginning	but	found	momentum	in	the	middle	submitted	photos	all	the	way	up	to	the	
closing	celebration.		
Fourth	movement	of	data	collection.	The	fourth	movement	involved	small	group	and	collective	
focus	group	discussions,	each	held	in	a	classroom	at	Kingsway	Christian	School.	Photos	and	written	
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descriptions	aided	in	eliciting	responses	from	participants	and	aided	in	thicker	descriptions	when	paired	
with	focus	group	discussions.	Initially,	participants	appeared	to	find	it	difficult	to	access	and	tell	stories	
about	past	and	current	enjoyable	activities	with	their	children.	The	seed	of	story-telling	was	initiated	
within	the	third	movement	of	data	collection	with	the	photos	and	written	descriptions,	but	story-telling	
increased	and	became	more	vivid	as	participants	spent	time	in	the	program	interacting	with	one	
another	in	the	focus	groups.	
It	was	essential	that	research	questions	adopted	a	life	course	perspective	to	allow	for	
connections	to	be	made	in	the	group	discussions	between	experiences	in	early	life	and	the	present	
(Elliott,	Brannen,	Phoenix,	Barlow,	Morris,	Smart,	Smithson	&	Bauer,	2013;	Hutchison,	2011).	Designing	
research	questions	using	a	life	course	perspective	honored	African	worldviews	and	allowed	participants	
to	“reconceptualize	the	data	and	provide	fresh	perspectives”	on	lived	experiences	to	better	understand	
their	roles,	life	trajectories	and	transitions	within	personal	and	historical	changes	(Elliot	et	al.,	2013;	
Ribbens	2010,	MacMillian	&	Copher,	2005).	Reflections	on	participant	childhood	experiences	proved	to	
be	an	important	inclusion	in	the	reflection	experience.	Lekoko	(2007)	states	that	storytelling	is	not	only	a	
way	of	knowing,	but	also	a	way	of	making	sense	of	experiences.	By	allowing	participants	to	reflect	on	
enjoyable	experiences	with	their	own	caregivers,	they	were	able	to	get	better	clarity	on	what	those	
experiences	meant	to	them	and	how	it	was	impacting	the	present	concerning	enjoyable	activities	
between	parent	and	child.	Considering	the	socio-centric	way	Africans	view	themselves	not	as	individuals	
but	as	parts	of	a	greater	whole,	it	would	be	impossible	to	understand	current	living	patterns	without	
keeping	in	mind	participant	histories	(Motsi	&	Masango,	2012).	
Focus	group	1.	The	first	focus	group	discussion	was	held	in	small	groups	of	four	to	six	
participants.	Tea,	juice	and	snacks	were	available	to	parents	upon	arrival	as	is	custom	in	this	context.	
Prior	to	the	meeting,	the	researcher	printed	contact	sheets	of	participant	photos.	As	each	focus	group	
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waited	for	everyone	to	be	present,	participants	indicated	favorite	photos	and	paired	photos	with	the	
written	narratives	in	their	workbooks.		
Focus	groups	were	led	by	the	researcher	and	attended	by	one	Kingsway	teacher.	The	
photographs	were	used	as	prompts	to	share	and	articulate	their	experiences	during	discussions.	Sitting	
in	a	circle,	participants	reflected	on	their	photo	stories,	clarified	questions	about	the	process	with	the	
researcher,	what	they’ve	learned	throughout	the	unfolding	process,	identified	barriers	and	possible	
solutions	to	the	barriers.	Participants	had	control	over	which	images	and	stories	they	wanted	to	share.	
Semi-structured	interview	questions	included:		
1. Did	thinking	about	your	story	by	taking	photos	and	writing	about	them	help	you	to	
understand	your	story	in	a	different	way?		
2. Did	you	learn	anything	new	about	yourself	in	this	process?	
3. Did	you	learn	anything	new	about	your	child(ren)	in	this	process?	
4. Based	on	the	work	you	just	completed,		
a. what	will	you	continue	to	do?		
b. is	there	anything	you	want	to	do	differently	concerning	how	you	spend	enjoyable	
time	with	your	child(ren)?	
5. What	can	we	do	about	the	obstacles	that	keep	us	from	spending	enjoyable	time	with	our	
children?		
Focus	group	2.	The	second	focus	group	involved	all	the	participants	to	discuss	themes	that	
emerged	from	their	stories.	Tea,	juice	and	snacks	were	available	as	participants	arrived.	Prior	to	the	
workshop,	the	researcher	printed	participant-selected	photos.	While	waiting	for	everyone	to	arrive,	
participants	looked	through	their	photos	with	great	enjoyment.	There	was	a	sense	of	pride	on	their	
faces	and	in	their	remarks	as	they	looked	through	their	own	work.	Participants	selected	which	photo	
	
	
28	
stories	were	their	final	selections	and	indicated	which	photos	they	would	like	to	share	in	the	closing	
exhibition	celebrating	their	work	in	the	end.		
During	the	one-on-one	consultations	and	in	the	first	focus	group	discussions,	the	researcher	
noticed	there	were	many	missed	stories	that	participants	would	share	verbally	but	weren’t	represented	
with	photos	or	written	narratives	in	their	workbook	(Böök	&	Mykkänen,	2014;	Chapman	et	al.,	2013).	To	
assist	participants	in	uncovering	more	stories,	a	group	activity	was	added	to	the	second	focus	group	
discussion.	The	poster	activity	was	used	during	focus	group	two	to	generate	conversation	and	a	more	
complete	picture	of	participant	activity	within	their	families.	All	participant	answers	to	the	four	key	
questions	in	their	workbooks	and	first	focus	group	discussion	were	written	on	four	posters	(see	
Appendix	D).	Small	groups	of	three	rotated	around	the	four	posters.	At	each	poster,	participants	ticked	
off	every	option	that	resonated	with	their	experience	even	if	they	had	not	represented	that	story	in	
their	photos	or	written	narratives.	The	“ticking	activity”	led	to	storytelling	and	laughter	amongst	each	
other,	reviving	forgotten	memories	and	daily	practices	they	engage	in	that	were	hard	to	uncover	
without	this	prompt.		
In	listening	to	the	participants	as	they	moved	through	the	poster	stations,	it	became	evident	
that,	initially,	participants	found	taking	photos	and	writing	short	narratives	difficult	but	were	now	
finding	it	easy	and	enjoyable.	Prior	to	reflecting	on	the	semi-structured	focus	group	questions,	the	
researcher	asked	participants	to	share	what	made	this	process	difficult	initially	and	what	could	make	it	
easier	in	the	future.	The	following	semi-structured	interview	questions	guided	the	discussion:		
1. Are	you	spending	enjoyable	time	with	your	children	in	similar	ways	to	how	you	spent	time	
with	your	parents	or	primary	caregiver	as	a	child?	
a. If	yes,	what	are	those	activities?	
b. If	no,	what	has	changed?	
…Are	these	healthier	or	less	healthy?	
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…Are	these	changes	creating	stronger	families?		
2. Why	is	it	necessary	to	spend	enjoyable	time	together?	
3. What	are	2	–	3	common	barriers	we	are	facing	in	spending	enjoyable	time	together?	
4. What	are	ways	we	can	imagine	overcoming	these	barriers	to	make	our	families	stronger?		
Fifth	movement	of	data	collection.	The	final	movement	took	place	at	Kingsway	when	the	
participants,	their	families,	and	school	personnel	gathered	to	celebrate	the	stories	shared	throughout	
the	research.	Photographs	were	taken	of	each	family,	games	were	played	together,	a	story	was	read,	
photographs	were	exhibited,	an	iSpy	game	was	prepared	for	participants	to	use	with	the	exhibition,	
participants	reflected	on	their	experience,	and	food	was	shared.	Participants	shared	what	they	found	
helpful	or	enjoyable	in	the	process	of	this	study.		
Throughout	the	study,	the	researcher	communicated	through	WhatsApp	and	phone	calls	to	
check	in	and	confirm	upcoming	meetings.	All	data,	including	photographs,	written	materials	in	
participant	workbooks,	audio	of	focus	group	discussions,	transcripts	and	other	relevant	material	will	be	
recorded	in	BOX,	a	university-based	digital	storage	platform,	for	a	minimum	of	3	years	after	research	is	
completed.		
3.6.2	Types	of	data.	Data	to	understand	the	12	bounded	cases	being	studied	included:	
photographs,	field	notes	from	home	visits,	written	narratives	complementing	the	photographs,	and	
focus	group	discussions.	At	the	first	workshop,	each	participant	was	given	a	workbook	which	included:	
an	interactive	group	game,	project	timeline,	study	information,	information	on	consent,	four	key	
questions	of	the	study,	tips	for	taking	good	photographs,	a	chart	to	brainstorm	“describing	words”	and	
“photo	ideas”,	and	a	photo	log	with	adapted	SHOWeD	questions	to	process	the	photos	in	words	(see	
Appendices	B	and	C).	Information	for	each	key	question	was	color-coded	throughout	the	workbook	to	
make	the	information	more	user-friendly	and	to	give	visual	cues	for	participants	with	weaker	literacy	
skills.	
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The	photo	log	was	used	to	elicit	more	details	from	the	photographs.	Exact	questions	were	
modified	to	fit	each	key	question	but	generally	asked	participants	to	describe	the	photo,	describe	what	
is	happening	in	the	photo,	who	they	would	do	this	enjoyable	activity	with,	how	often	they	did	or	wanted	
to	do	this	enjoyable	activity	and	what	they	enjoy	about	the	enjoyable	activity.	For	the	last	key	question,	
what	keeps	us	from	spending	time	together,	participants	described	types	of	activities,	barriers	to	the	
activity,	and	ideas	for	removing	those	barriers	(see	Appendix	C).	If	parents	were	unsure	of	an	answer,	
they	were	encouraged	to	leave	it	blank.		
3.6.3	Data	collection	context	and	language	considerations.	All	of	the	participants	spoke	English	
and	all	one-on-one	meetings,	workshops	and	interviews	were	conducted	in	English.	It	is	important	to	
note	that	South	Africa	has	12	official	languages,	and	English	was	a	second	or	third	language	for	the	
participants.	While	English	was	the	mode	of	communication	throughout	the	study,	participants	at	times	
switched	between	vernacular	languages	and	would	at	times	translate	a	topic	to	each	other	for	clearer	
understanding.	A	teacher	representative	was	also	present	to	translate	as	needed.	A	teacher	was	
selected	for	this	role	rather	than	adding	another	outsider	to	the	study	as	it	was	deemed	to	be	a	safer	
option	since	relationships	were	already	established	thus	limiting	the	feeling	that	participants	were	being	
observed	or	evaluated.	Participants	were	encouraged	to	write	reflections	in	their	photo	log	in	whichever	
language	they	were	most	confident	using.	Participants	were	also	given	permission	to	have	other	people	
write	answers	for	them	if	they	experienced	barriers	to	writing.	In	the	end,	all	participants	wrote	answers	
in	English.	Several	participants	verbally	explained	their	answers	for	their	children	or	the	researcher	to	
write	out	in	their	workbooks.		
Patterns	of	communication.	To	honor	the	context	of	the	study,	the	researcher	was	conscious	of	
allowing	for	natural	rhythms	of	cyclical	conversation	where	people	arrive	to	a	point	through	verbal	
meandering	and	storytelling.	It	is	also	common	in	this	context	for	individuals	to	add	value	as	others	are	
talking,	which	could	be	interpreted	as	interrupting	in	a	more	Western	context.	Additionally,	it	was	
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important	to	note	that	in	a	group	setting,	if	there	is	agreement	to	a	point	that	has	been	made	by	
another	person,	there	is	no	need	to	expand	on	that	topic.	This	might	be	perceived	in	the	findings	as	an	
individual’s	single	perspective	but	rather	it	is	the	whole	group’s	perspective	because	there	was	
agreement	through	physical	cues	such	as	nodding	or	verbal	cues	such	as	“exactly,”	“it’s	true”	or	“hmm.”	
When	the	researcher	asked	for	more	input,	there	was	no	need	to	share	as	it	had	already	been	said.	
3.7	Analysis	
Data	analysis	involved	examining	the	following:	photos	and	written	reflections	in	participant	
workbooks;	posters	with	compiled	lists	of	all	participant	responses	used	during	focus	group	two;	
transcripts	of	informal	conversations,	focus	group	discussions	and	closing	celebration;	and	researcher	
field	notes.	To	begin	analyzing	the	data	as	data	collection	was	still	happening,	the	researcher	compiled	a	
list	of	all	the	activities	noted	in	participant	workbooks	which	were	used	to	create	the	posters	for	focus	
group	two	(see	Appendix	D).	The	researcher	then	compared	the	answers	between	the	workbooks	and	
the	focus	group	posters.	For	example,	in	the	workbooks,	only	three	participants	mentioned	exercise	as	
an	enjoyable	activity	they	participated	in	as	a	family,	but	nine	participants	ticked	this	activity	in	the	
group	poster	activity.		
As	part	of	the	data	analysis	process,	the	researcher	prepped	the	data	by	systematically	listening	
to	the	audio	recordings,	transcribed	audio	recordings,	and	listened	again	to	edit	the	transcriptions.	The	
researcher	listened	to	the	audio-taped	focus	group	discussions,	informal	conversations,	and	the	closing	
celebration	before	transcribing.	All	audio-taped	data	were	then	transcribed	verbatim.	The	researcher	
transcribed	the	first	focus	group	discussion	and	informal	conversations.	A	South	African	transcriptionist	
assisted	in	transcribing	focus	group	2	and	the	closing	celebration.	The	researcher	then	listened	to	all	the	
audio-taped	conversations	again	to	edit	and	ensure	accuracy	in	what	was	transcribed.		
Once	transcripts	were	complete,	the	researcher	explored	the	data.	Data	was	broken	into	smaller	
bits	before	putting	it	back	together.	Direct	quotes	were	grouped	to	describe	enjoyable	activities	families	
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did	together,	what	they	would	like	to	do,	what	they	want	to	do	differently,	and	what	keeps	them	from	
spending	enjoyable	time	together.	Next,	the	researcher	pre-coded	direct	quotes.	From	the	pre-coded	
raw	data,	the	researcher	then	created	open,	axial,	and	selective	codes	for	the	enjoyable	activities	
families	engaged	in	together	and	for	what	keeps	them	from	enjoyable	family	activities.	The	researcher	
looked	for	both	redundant	codes	and	apparent	patterns,	combining	and	refining	in	an	iterative	process.	
To	further	determine	areas	of	consistency	and	inconsistency	in	the	data,	the	researcher	compared	and	
contrasted	the	open,	axial,	and	selective	codes	to	the	lists	generated	by	participants	in	focus	group	2,	
namely	the	activity	lists	and	the	top	four	barriers	participants	agreed	on	that	keep	them	from	enjoyable	
activities	(see	Appendix	E).	Photographs	and	written	descriptions	were	also	analyzed	alongside	the	
coding	process.	After	a	fifth	round	of	collapsing	codes,	the	researcher	identified	final	themes.	
The	iterative	process	of	collapsing	the	codes	provided	prolonged	engagement	with	the	data	and	
led	to	themes	that	emerged.	Coding	and	understanding	the	data	was	like	fixing	a	puzzle.	When	the	
researcher	does	puzzles	with	her	family,	they	group	similar	looking	pieces	into	piles	and	slowly	see	if	
they	fit	together,	gradually	shifting	the	misplaced	pieces	into	correct	piles	as	it	fits	together.	Likewise,	
during	the	coding	process,	the	researcher	grouped	pieces	of	information	from	the	transcripts.	Using	an	
iterative	process,	if	a	piece	didn’t	fit	in	the	group	it	was	originally	placed	in,	quotes	were	moved	around	
to	a	more	fitting	code.	The	fifth	iteration	of	coding	landed	the	researcher	at	final	themes.	
CHAPTER	4:	FINDINGS	
Consistent	with	the	research	question,	participants	were	asked	to	take	photos	and	write	
descriptions	to	identify	enjoyable	activities	they	did	with	their	parents/caregivers,	enjoyable	activities	
they	do	with	their	own	child(ren),	enjoyable	activities	they	want	to	do,	and	what	keeps	them	from	doing	
enjoyable	activities	with	their	children	(see	figure	3).		
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Figure	3.	4	Key	Reflection	Questions	for	Photo	Narratives.	
	
The	activities	noted	by	participants	were	categorized	according	to	frequency	in	the	focus	group	
discussion	(see	tables	2-5).	The	top	five	activities	participants	enjoyed	with	their	own	parents/caregivers	
were:	Listening	to	stories/talking,	eating	together,	going	to	church,	cooking,	and	reading	the	Bible.	The	
top	five	enjoyable	activities	they	did	with	their	own	children	were:	eating	together,	going	to	church,	
celebrating	my	child’s	success,	watching	TV/movies,	and	shopping.	Note	that	eating	together	and	going	
to	church	were	among	the	top	five	enjoyable	activities	for	both	what	they	enjoyed	doing	with	their	own	
parents/caregivers	and	what	they	enjoy	doing	with	their	own	child.	The	top	five	activities	they	would	
like	to	do	with	their	children	were:	travel	together,	help	my	child	with	their	homework	and	projects,	play	
games	that	interest	my	child,	just	relax	together,	and	try	new	things.	Note	that	none	of	these	activities	
were	among	those	that	participants	indicated	that	they	enjoyed	doing	with	their	own	
parents/caregivers.	The	top	five	barriers	to	spending	enjoyable	time	with	their	children	were:	not	
enough	money/poverty,	not	enough	time,	distractions	from	other	people,	time	management,	and	
lack	of	information	for	available	activities.		
Table	2		
WORKBOOK	QUESTION	1:	ENJOYABLE	ACTIVITIES	I	DID	WITH	MY	OWN	PARENTS/CAREGIVERS		
TYPE	OF	ACTIVITY	 Noted	in	participant	
workbook	
Marked	in	focus	group	
poster	activity	
LISTENING	TO	STORIES	/	TALKING	 3	 12	
EATING	TOGETHER		 2	 11	
GOING	TO	CHURCH		 1	 10	
COOKING		 4	 9	
READING	THE	BIBLE	//	BIBLE	STUDY		 3	 9	
FETCHING	WATER		 2	 9	
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WASHING	DISHES		 1	 9	
EXPERIENCING	NEW	THINGS	TOGETHER,	(IE:	EATING	
NEW/STRANGE	FOODS	TOGETHER	AND	OTHER	EXPERIENCES)		
1	 9	
WORKING	IN	THE	GARDEN	/	FARM		 4	 8	
CULTURAL	ACTIVITIES		 1	 8	
FETCHING	FIREWOOD		 3	 7	
PLAYING	CARDS	/	GAMES		 2	 7	
TAKING	CARE	OF	ANIMALS		 2	 7	
HAVING	MY	GRANDMOTHER	OVERDRESS	ME	TO	SHOW	ME	LOVE		 1	 7	
CHASING	CHICKENS		 1	 6	
APPLYING	DUNG	ON/IN	THE	HOUSE		 1	 5	
MAKING	THINGS	TOGETHER		 1	 4	
GAMBLING	WITH	GOGO		 1	 4	
KNIT/CROQUET		 1	 3	
WATCHING	MY	PARENT	PLAY	SPORTS		 1	 3	
	
Table	3	
WORKBOOK	QUESTION	2:	ENJOYABLE	ACTIVITIES	I	DO	WITH	MY	CHILDREN	
TYPE	OF	ACTIVITY	 Noted	in	participant	
workbook	
Marked	in	focus	group	
poster	activity	
EATING	TOGETHER		 2	 12	
GOING	TO	CHURCH	 2	 12	
CELEBRATING	MY	CHILD’S	SUCCESS		 1	 12	
WATCHING	TV/MOVIES		 3	 10	
SHOPPING		 3	 10	
HELPING	WITH	HOMEWORK		 2	 10	
HELPING	ME	WITH	COOKING	/	BAKING		 4	 9	
EXERCISING	TOGETHER		 3	 9	
DOING	THINGS	TOGETHER	THAT	MAKE	US	HEALTHY,	I.E.	EATING	
HEALTHY,	GOING	FOR	WALKS		
2	 9	
WATCHING	SPORTS	TOGETHER		 1	 8	
DRIVING	TOGETHER		 4	 8	
TAKING	MY	CHILD	TO	THEIR	ACTIVITIES		 1	 7	
SUPPORTING	THEM/CHEERING	THEM	ON	IN	THEIR	SPORT	 2		 7	
GOING	ON	HOLIDAYS		 1	 7	
GOING	SWIMMING	 1	 7	
HELPING	ME	WITH	THE	GARDEN		 2	 6	
BEING	IN	NATURE		 1	 6	
COMMUNITY	ENGAGEMENT	(PICKING	UP	LITTER)		 1	 6	
LISTEN	TO	THE	RADIO		 1	 6	
PLAY	SOCCER	TOGETHER	 2	 5	
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EATING	OUT	TOGETHER		 1	 5	
TEACH	MY	TRADE/BUSINESS	 2	 4	
TEACH	HOW	TO	WASH	CARS		 1	 3	
HELPING	ME	WITH	WASHING		 1	 3	
GOING	TO	THE	PARK	 1	 3	
SINGING	/	DANCING	TOGETHER	 2	 3	
TRAINING	MY	CHILD	IN	THEIR	SPORT		 2	 2	
PLAYING	CARDS	/	BOARD	GAMES		 4	 2	
KNITTING	 1	 2	
HUGGING	MY	CHILD		 1	 1	
PLAYING	VIDEO	GAMES	 1	 0	
	
Table	4	
WORKBOOK	QUESTION	3:	ENJOYABLE	ACTIVITIES	I	WANT	TO	DO	WITH	MY	CHILDREN	
TYPE	OF	ACTIVITY	 Noted	in	participant	
workbook	
Marked	in	focus	group	
poster	activity	
TRAVELING	TOGETHER	 7	 11	
HELP	MY	CHILD	WITH	THEIR	HOMEWORK	AND	PROJECTS		 3	 11	
PLAYING	GAMES	THAT	INTEREST	MY	CHILD	=	X	X	(I.E.	SOCCER)	 2	 11	
JUST	RELAX	TOGETHER		 	 11	
TRY	NEW	THINGS		 	 11	
EXERCISE	TOGETHER	
-SOCCER		
-TENNIS		
-SWIM		
-KARATE		
	
2	
1	
1	
1	
10	in	total	
*Didn’t	rate	these	
specifically.		
GO	SHOPPING		 1	 10	
PLAYING	GAMES	THAT	EDUCATE	MY	CHILD	/	BUILD	THEIR	BRAIN	
(PUZZLES/SCRABBLE)		
1	 10	
TEACHING	FAMILY	VALUES	(LIKE	RESPECT,	PRIORITIES)	 1	 10	
TEACHING	HOW	TO	COOK/BAKE		 1	 10	
ATTEND	MY	CHILD’S	SCHOOL	ACTIVITIES		 2	 9	
READING	THE	BIBLE	TOGETHER	AS	A	FAMILY		 2	 9	
GO	CAMPING		 1	 9	
READING	TOGETHER	/	GO	TO	LIBRARY		 2	 8	
SEE	THINGS	OUTSIDE	OUR	HOME	(AWAY	FROM	TV)		 1	 8	
GO	TO	A	PARK		 1	 8	
HAVE	FAMILY	MEETINGS		 1	 7	
COMPETE	WITH	EACH	OTHER		 1	 7	
SHOW	MY	CHILDREN	NEW	THINGS		
-EXPERIENCE	OTHER	CULTURES/	NEW	CULTURES		
-AIRPLANE	
-NEW	PLACES	
	 	
6	
5	
5	
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GO	ON	A	BOAT		 1	 5	
WRITING	MY	CHILD	NOTES		 1	 4	
	
Table	5	
WORKBOOK	QUESTION	4:	WHAT	KEEPS	ME	FROM	ENJOY	ACTIVITIES	WITH	MY	CHILDREN	
TYPE	OF	ACTIVITY	 Noted	in	participant	
workbook	
Marked	in	focus	group	
poster	activity	
NOT	ENOUGH	MONEY	/	POVERTY		 8	 11	
NOT	ENOUGH	TIME		 6	 11	
DISTRACTIONS	FROM	OTHER	PEOPLE	/	FRIENDS	+	FAMILY	 2	 11	
TIME	MANAGEMENT		 1	 11	
LACK	OF	INFORMATION	OF	AVAILABLE	ACTIVITIES		 1	 9	
I	AM	BUSY	WITH	WORK		 7	 8	
DIFFICULTY	WITH	TRANSPORTATION	AND	DISTANCE	TO	ACTIVITY	 2	 8	
DISTRACTIONS	FROM	TECHNOLOGY		 2	 8	
MY	OR	MY	CHILD’S	HEALTH		 2	 7	
HABITS	I	GREW	UP	AT	HOME	WHERE	MY	PARENTS	DIDN’T	HELP	
ME	WITH	MY	SCHOOL	WORK		
1	 5	
CULTURAL	EXPECTATIONS	(KIDS	PLAY,	COME	BACK	HOME	
WITHOUT	THEIR	PARENTS)		
1	 2	
CHILD	HAS	A	BUSY	SCHEDULE		 1	 2	
NOTHING	TO	DO		 1	 0	
	
Six	themes	were	generated	from	the	data	that	described	the	motivations	underpinning	
enjoyable	activities	between	participants	and	their	children:	common	interests;	exposure	to	new	things;	
identity	formation;	communication;	seeing	the	child,	seeing	oneself;	and	compromise.	Four	themes	
were	generated	by	the	participants	that	described	what	keeps	families	from	sharing	enjoyable	activities	
together:	time,	money,	distractions	and	lack	of	information.	The	researcher	expanded	on	two	of	the	
themes	in	this	section.	While	the	researcher	adapted	the	photovoice	method	and	aimed	for	cultural	
relevance,	this	study	challenged	the	customary	way	of	engaging	and	reflecting.	In	asking	participants	to	
tell	their	stories,	the	focus	was	first	on	what	they	did	with	their	child	and	then	on	the	barriers	to	
enjoyable	activities.	To	best	understand	the	themes	and	resulting	iterative	process	of	the	enjoyable	
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activities,	barriers	to	enjoyable	activities	are	described	first	in	this	findings	section.	While	this	may	
appear	unconventional,	sharing	the	findings	of	the	barriers	participants	generated	first	helps	the	reader	
to	better	understand	the	context	for	the	enjoyable	activities.		
4.1	Barriers	to	Enjoyable	Activities	
Participants	reflected	together	to	generate	the	top	four	barriers	to	spending	enjoyable	time	
together	during	the	second	focus	group	discussion.	These	themes	may	read	as	codes,	but	the	researcher	
felt	it	was	important	to	identify	them	as	themes	to	honor	the	participants’	contributions	in	this	phase	of	
the	research.	They	identified:	time,	money,	distractions,	and	lack	of	information.	Participant	7	started	
off	the	discussion	confidently	stating,	“It’s	time,	then	money.”	Comments	and	behaviors	from	the	rest	of	
the	participants	indicated	unanimous	agreement.	With	additional	questioning	and	probing,	the	
additional	barriers	of	distractions	and	lack	of	information	were	identified	and	agreed	upon.	Photos,	
written	descriptions	in	participant	workbooks,	and	focus	group	discussions	reinforced	this	conclusion.	
The	researcher	found	these	themes	to	be	consistent	through	the	coding	process,	but	expanded	the	
theme	of	money	and	lack	of	information	(see	figure	4).	Analysis	of	all	available	sources	of	data	reveals	
three	barriers	to	enjoyable	activities:	a)	limited	time	due	to	other	responsibilities;	b)	routines	related	to	
self-care	and	tradition;	and	c)	limited	money	and	access	available	to	facilitate	shared	activities.	Woven	
throughout	each	of	these	reasons	are	legacies	stemming	from	the	oppressive	apartheid	regime	that	
intentionally	separated	families,	influenced	multi-generational	poverty,	and	cemented	disparities	in	
opportunity.		
Figure	4.	Themes	for	what	keeps	families	from	shared	enjoyable	activities.		
	
1. Time 2. Money 
The Poverty Trap
3. Distractions 4. Lack of Information
Legacy of  apartheid 
and transition to 
opportunity
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4.1.1	Time.	Participants	noted	time	as	a	barrier	to	shared	enjoyable	activities	with	their	children.	
Reflecting	on	their	own	childhood,	participants	noted	time	was	also	a	barrier	for	their	own	parents	and	
caregivers.	Participant	6	reflected	that	“my	mom	was	just	like	me.	She	was	always	a	very	[italics	reflect	
participant’s	emphasis]	busy	woman	so	I	ended	up	like	staying	with	my	granny	for	some	reasons	
because	she	was	not	there	for	me.”	She	later	explained	those	reasons	as	work	demands:	“We	only	see	
her,	like,	afternoons	or	not	in	the	afternoons,	in	the	mornings.	She	was	doing	those	nightshifts.	And	
when	she	comes	back	in	the	morning,	I	be	not	there.	I’ll	be	at	school.”	Participant	10	described,	“With	
my	mom,	she	is	now	old	and	sick.	That	woman	can’t	sit	because	she’s	addicted	to	work.	She’ll	work	
anything.”	This	comment	was	met	with	non-verbal	signs	of	agreement	and	understanding	amongst	
other	participants.	“The	way	she	loves	to	clean	and	work.	Everything.	Things	are	boning	(meaning	
shining),	she	will	take	them	and	re-bone	them.	She	can’t	sit	like	this.”	
Work	demands	from	employer.	Job	expectations	and	work	demands	impacted	the	amount	of	
time	parents	were	able	to	spend	with	their	children.	As	reflected	in	the	comment	from	participant	6	in	
the	preceding	paragraph,	demanding	work	schedules	and	requirements	caused	participants	to	be	over-
extended	and	at	times	absent.	This	is	especially	true	for	single	parents.	It	is	not	uncommon	for	jobs	to	
require	parents	to	live	apart	from	their	children.	Participant	6	explained	that	when	one	is	desperate	for	
work,	parents	are	sometimes	forced	to	accept	these	restrictive	conditions	in	order	to	provide	for	their	
children.	She	explained	in	her	previous	employment,	“[My	employer]	need	to	start	the	family,	so	I	had	
to	leave	the	work	because	I	can’t	stay,	like,	you	know	when	you’re	doing	the	stay-in,	sleeping	there,	
everything	there.	I	have	my	own	children	which	they	had	no	father.”	She	stated,	“There’s	no	
negotiating…[the	employers]	will	leave	you…	because	now	if	you	are	negotiating	[the	live-in	
requirement],	then	it’s	a	problem	because	they	will	need	someone	to	stay	in	there	and	do	everything	
there.”	She	continued,	“But	others,	because	they	need	this	job,	especially	you	can	see	from	Honeydew	
(an	informal	settlement),	most	people,	they	living	in	shacks.	They	are	very	poor	and	stuff.	So,	you	can’t	
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say	just	leave	that	work.	She	can’t.”	An	example	of	this	happened	during	participant	recruitment.	A	
woman,	a	widowed	single	parent,	who	had	agreed	to	participant	in	the	study	was	not	able	to	participate	
in	data	collection	because	she	was	forced	to	take	employment	as	a	domestic	worker	under	the	
compulsory	condition	of	living	within	the	premises	of	the	employer	during	the	week.	This	separated	her	
from	her	own	children,	making	it	difficult	to	visit	her	children	on	the	weekend	and	impossible	to	
continue	through	the	conclusion	of	the	study.	
Participant	11	lives	with	her	own	children	at	the	Thandanani	children’s	home	where	she	is	
employed	as	a	house-mother.	Although	she	lives	with	her	children,	participant	11	explained	that	the	
demands	of	her	work	also	limit	the	time	she	has	available	to	spend	with	her	own	children.	She	
explained,	“I	don’t	have	time	to	spend	time	with	my	kids	since	I	started	working	at	Thandanani	because	
I’ve	got	more	kids	[in	the	home	to	take	care	of],	but	I	didn’t	forgot	that	I’ve	got	my	own.”	Participant	8	
added	that	the	demands	of	running	her	food	trucks	to	sell	roadside	food	also	leaves	little	time	for	
enjoyable	activities	with	her	child	when	she	softly	illustrated,	“Because	mostly,	I	really,	I	really	am	
always	busy.	I	get	up	by	3	o’clock	[in	the	morning].	I	knock	off	6	o’clock	[in	the	evening].	I	come	back	
late.	And	I	sleep	late-y.”		
Work	demands	from	home.	Time	limitations	extend	beyond	employment	issues.	Parents	come	
home	to	a	myriad	of	tasks	that	need	to	be	completed	to	take	care	of	the	house.	Participant	12	wrote	in	
her	workbook,	“the	thing	that	stop	me	from	doing	enjoyable	things	is	that	I	am	always	busy.”	She	
explained,	“I	work	Monday	to	Friday.	I	leave	by	6	and	get	home	by	6.	And	at	home,	there	are	things	I	
need	to	do	like	cooking	and	washing.”	Participant	3	filled	out	this	picture	of	having	limited	time	by	
adding,	“And	actually,	as	well,	it’s	not	like	an	easy	thing	to	do	[spending	enjoyable	time	together].	
Because	we	are	always	busy,	you	know,	with	our	lifestyle	that	we	are	living.	Everything	we	do	it’s	
hemmed	in	time.	You	know,	like,	it	is	time	actually.	So,	to	bother	with	the	kids,	to	have	time	with	the	
kids,	it’s	not	easy	at	all.	I	never	have	time	like	I	always	sleep	if	I’m	tired.	I’m	always	tired.”	In	explaining	
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daily	chores,	she	shared,	“We	do	things,	like	manually,	like	with	hand.	You	know,	you	wash	with	your	
hands.	You	clean.	So	you	work	and	you	only	got	Saturday	and	Sunday	
as	well.”	When	the	researcher	visited	to	greet	participant	3	in	her	
home	which	was	located	on	a	narrow,	but	main	road	in	Zandspruit,	
an	informal	settlement,	she	invited	the	researcher	in	and	quickly	
pointed	out	the	small,	coal	stove	featured	in	her	photos	that	
diversely	functioned	for	cooking,	heating	water	for	bathing,	heating	
the	home	in	winter,	and	heating	the	iron	as	she	mentioned	the	
manual	nature	of	the	house	chores.		
Busy	lifestyle.	In	addition	to	the	manual	nature	of	chores	in	the	home,	participant	1	illustrated	
his	busy	lifestyle	that	restricts	the	time	he	has	available	to	be	with	his	family.	He	continued,	“To	add	on,	
maybe	they	are	busy	with	washing,	maybe	you	must	supposed	to	do	there	and	there	and	there	–	or	
maybe	–	like	I	said	–	maybe	on	Sunday,	after	Sunday	they	go	to	church.	After	church,	part	of	it	is	late,	so	
there	is	not	enough	time.	We	try	what	we	need	to	make	to	go	there	and	there	and	there	but	for	me,	I	
don’t	enough	time	to.	I	just	try,”	he	said	while	chuckling.	“I	have	the	challenge	that	we	stay	together.”	
Participant	7	echoed	the	busy	lifestyle	by	adding,	“Tell	me	about	a	parent	who’s	not	busy.	I	dropped	my	
child	at	soccer,	I	am	here	[at	this	focus	group	discussion].	I	am	not	spending	quality	time	right	now.	
Time.”	She	continued	later	in	the	conversation	further	illustrating,	“I’m	here	at	school	with	children	
making	a	noise.	I’m	transporting	them	back	home.	Immediately	I	go,	I	do	extra	lessons,	and	then	I’m	at	
soccer	–	there’s	a	noise.	Then	I	come	back,	then	leave	me	to	watch	my	TV.	I’m	busy.”	This	last	“I’m	busy”	
was	stated	with	emphasis	and	in	an	irritated	and	exhausted	tone.	In	her	workbook,	she	took	a	photo	to	
represent	how	the	demands	of	work	keep	her	from	spending	enjoyable	time	and	wrote,	“I	work	too	
much.	Even	after	work,	I	work.”		
	
	
41	
Time	management.	As	participants	reflected	on	not	having	time	to	engage	enjoyable	activities	
with	their	children,	participant	7	nuanced	the	conversation	from	not	having	time	to	not	having	quality	
time	and	not	making	use	of	the	time	they	do	have	with	their	children.	After	describing	her	exhausting	
days	above,	she	continued,	“I	say	I	don’t	have	time,	but	I	waste	time.	While	I’m	[resting	after	a	busy	day	
of	work],	I’m	watching	tv.	While	I’m	watching	tv,	I’m	playing	a	game	[on	a	phone].	And	then	I’m	talking	
through	my	game	and	my	tv,	‘Eh	–	did	you	take	out	your	uniform	–	where’s	this	-	where’s	that	–	where’s	
that.’	And	at	the	end	of	the	day,	I	don’t	really	have	quality	time	with	the	kids.	So,	when	it’s	time	for	
them	to	sleep,	my	youngest	child	will	say	
‘Mommy,	please	today,	come	and	kiss	me.’	
And	I’ll	say	‘Mom’s	still	busy.’	And	what	am	
I	busy	doing?	Watching	tv	and	playing	a	
game.	Why?	Because	according	to	me,	I’m	
tired.”	A	lively	followed	her	observation	
with	parents	sharing	stories	and	indicating	
agreement.		
Participant	10	contributed	to	the	conversation	by	saying,	“And	another	thing,	seeing	the	
similarities	between	families,	that	actually	it’s	an	excuse	that	they	don’t	have	time.	You	can	create	time.	
I	was	sitting	with	my	wife	and	she	said	to	me	that,	‘Tjo,	I	came	back	early	and	we	managed	to	sit	and	
went	and	go	buy	kota	and	come	back.’	A	whole	one	hour	and	thirty	minutes	waiting	for	kota.	And	I	
always	say	‘I	don’t	have	time.	I	don’t	have	time.’	But	I	can	wait	for	kota.”	(Kota	is	a	term	for	a	local,	
popular	food	in	townships	that	is	a	quarter	loaf	of	bread	with	fillings	such	as	French	fries,	viennas,	
sauces,	and	other	things	depending	on	who	is	making	it).		
A	waste	of	time.	As	parents	described	not	making	time	for	enjoyable	activities,	they	vulnerably	
talked	about	the	other	facets	that	make	it	difficult	to	create	time	for	shared,	enjoyable	activities.	These	
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included	not	liking	to	play,	feeling	it	is	silly	and	a	waste	of	time,	and	feeling	annoyed.	Participant	6	
explained,	“[My	daughter]	likes	to	play	most	of	the	time,	of	which	is	one	of	the	things	I	can’t	do.”	
Participant	7	empathized,	“[Participant	6]	says	she	doesn’t	like	playing.	I	don’t	too”	with	several	other	
participants	indicating	agreement.	Participant	2	further	explained,	“I	sometimes	look	at	what	[my	son]	
wants	me	to	do	and	think	that	this	is	boring.	I’m	wasting	my	time.	I	think	I	have	to	sacrifice	my	time.	
What	I	mean	is,	most	of	the	time	I’m	the	one	who	is	bored	by	the	activities	that	[my	son]	wants	us	to	do.	
I’m	the	one	who	is	most	blocking	him.	I	got	cards	for	him,	but	I	don’t	want	to	be	involved.	It’s	his.	They	
are	not	mine.	I’ve	got	a	whole	lot	of	things	to	do.	So	he’s	coming.	He	doesn’t	want	to	play	with	his	own	-	
he	wants	mommy.	So,	‘Mom	can	you	play	this	game?’	[and	I	respond]	‘This	is	childish	I	don’t	want	to	do	
this’.”	She	continued	to	add,	“Naturally,	I’m	a	talkative	person	but	he	is	worse.	He	talks	until	I	just	don’t	
want	to	listen	this.”	Participant	7	added,	“What	I	find	disturbing	is,	she	demands	-	I	think	I	have	labeled	
her	as,	uh,	an	attention	seeker.	So,	I	find	that	she’s	straining	me	or	something.”	
4.1.2	Money.	Lack	of	money	was	identified	by	participants	in	their	workbooks	and	quickly	
agreed	upon	during	focus	group	discussions	as	the	second	theme	that	keeps	families	from	engaging	
enjoyable	activities	together.	Participant	3	noted	that	“And	sometimes,	it’s,	if	you	have	to	pay,	um,	it’s	
money	as	well.	We	don’t	have.”	Participant	8	referred	to	this	barrier	as	the	“poverty	trap”	in	her	
workbook,	a	term	her	child	shared	with	her	from	Economic	Management	Science	class	in	school.	In	her	
workbook,	she	wrote,	“It	doesn’t	matter	how	hard	I	work	–	we	can	never	get	ahead.”	Participant	4	
added	in	her	workbook:	“The	money	we	earn	is	not	enough.	I	don’t	earn	much	so	I	always	buy	on	
credit.”	
Lack	of	finances.	When	talking	about	a	recent	5km	walk	event	organized	by	the	school,	
Participant	2	shyly	explained	that	“I	didn’t	have	money	to	register	my	kids.”	Participant	2	paired	her	
photo	of	local	currency	and	wrote	in	her	workbook,	“Lack	of	finances	to	spend.	We	cannot	afford	since	I	
don’t	earn	enough”	referring	to	the	5km	walk	her	child	missed	out	on.	Participant	2	also	took	a	photo	of	
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a	clock	and	a	book	and	wrote,	“we	cannot	afford	and	most	of	time,	we	are	
here	at	work”	to	represent	how	finances	and	time	keep	her	from	enjoyable	
activities	with	her	children.	Further	illustrating	this,	during	the	participant	
recruitment	phase,	participant	2	was	hesitant	to	join	the	study	due	to	the	
extra	transportation	costs	it	would	involve.	She	mentioned	this	again	in	a	
private	conversation	with	the	researcher	as	an	example	of	her	lack	of	
financial	ability	to	do	things	with	her	children.		
Participant	5	remarked,	“Mine,	they	like	to	go	outside	(referring	to	special	outings)	but	because	
of	money	[we	cannot].	They	relax,	but	because	of	money	we	just	take	a	walk	to	the	mall.”	Participant	7	
shared	that	“We	had	braai	Sundays,”	referring	to	the	popular	South	African	social	custom	of	grilling	
meat.	She	continued,	“And	I’m	saying	it	in	the	past	tense	because	we	can’t	braai	every	Sunday	we	found	
out.	It’s	just	too	expensive.”	Participant	9	took	a	photo	of	a	tennis	court	and	wrote	in	his	workbook,	
“Tennis	grounds	are	far	from	where	I	stay.	It	costs	to	take	a	taxi.”	He	explained,	“We	can’t	do	it	every	
day.	If	I	have	more	money.	Ja,	I	can	afford	to	do	this	one.	Ja.	My	own.	Maybe	I	can	build	my	own	library.	
I	can	do	a	soccer	ground.	Tennis	ground	–	just	like	that.	For	keeping	our	children	from	the	street.”		
The	unique	challenges	of	being	a	single	parent.	Participant	6	explained	the	challenges	of	money	
as	a	single,	widowed	parent.	In	her	workbook,	she	wrote,	“Because	I	bought	a	stand	(a	plot	of	land)	in	
Pretoria,	and	I	am	balancing	that	responsibility	with	my	work	responsibilities	and	personal	time.	All	my	
energy	is	going	to	this	balance.”	In	the	focus	group	discussion,	she	explained,	“You	know	sometimes	for	
me,	I’m	a	single	parent	and	I’ll	be	like,	if	I	can’t	do	this	now,	when	am	I	going	to	do	this?	My	husband	
pass	on,	I	am	the	only,	I’m	the	only	trust,	the	only	foundation	for	them.”	She	continued	to	explain,	“But	
the	only	thing	for	me	is	to	go	and	find	where	money	is.	Ja,	I	need	to	come	with	money	every	day	at	
home.	I	need	to	know	the	lunch	boxes,	I	mean,	is	there	and	stuff.”		
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4.1.3	The	poverty	trap.	Participants	noted	different	environmental	factors	that	hindered	sharing	
enjoyable	activities	together.	Issues	such	as	access	to	resources,	health,	crime	and	dangers,	and	societal	
pressures	all	restricted	enjoyable	activities.	Participant	1	noted	the	barriers	to	teaching	his	trade	of	
panel	beating	to	his	child.	In	his	workbook,	he	wrote,	“My	son’s	asthma.	It	is	not	good	for	his	health	
even	though	he	loves	it.”	Participant	7	noted	in	her	workbook,	“With	this	weight,	I	can’t	play	as	I	would	
like.”	In	the	focus	group	discussion,	she	explained,	“My	other	obstacle	is	weight.	I	would	like	to	play	and	
do	activities	that	play.	So,	I’ve	signed	up	for	walks	and	do	things	that	will	make	me	lose	weight	so	that	I	
have	the	strength	to	do	the	other	things.	They	want	me	to	go	kick	a	ball.	Like,	you	people.	I	kick	it	two	
minutes	I	can’t	breathe.”	Participant	4	was	urged	on	as	participants	3,	6,	7,	and	11	expressed	agreement	
when	she	reflected,	“I	think	[life	in	the	rural	areas]	kept	us,	or	our	mothers,	healthier	because	they	had	
to	go	and	fetch	things	and	do	things.	Now	we	only	light	the	stove.	We’re	getting	lazier.	We	were	
healthier	by	then	because	we	used	to	walk	distances	to	get	the	wood,	the	water	…	you	had	to	work	to	
get	water.”	
Accessing	resources.	Living	in	an	
environment	where	there	is	a	scarcity	of	
resources	was	another	barrier	to	enjoyable	
activities.	Participant	9	wrote	in	his	workbook,	
“We	do	not	have	space	for	soccer	ground	
because	there	are	many	shacks	everywhere.	
We	need	to	get	space	for	a	ground.”	
Participant	9	continued	to	explain	that	existing	resources,	specifically	tennis	courts,	swimming	pools,	
soccer	grounds,	and	libraries,	are	too	far	to	access.	He	continued	to	explain,	“It’s	far,	it’s	far.	We	can’t	do	
it	every	day.	…	Like	there’s	another	one	there	in	Cosmo	(referring	to	a	library).	There’s	another	one	in	
Cresta	there,	but	it’s	far.	You	see.	But	library	is	very	important	to	the	youth.	Very	important.	Very,	very	
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important.”	In	his	workbook,	he	added,	“We	don’t	have	library	in	
Zandspruit	and	other	libraries	are	far.”	Participant	3	added,	
“Because	sometime	we	have	to	take	transport	and	find	that	it’s	
double	transport	and	you	got	3	kids,	5	kids	-	you	can’t	reach.”	
Participant	3	continued	to	reflect	on	the	limited	resources	for	play	
in	her	own	home	adding,	“Once	the	kids	[get]	used	to	the	puzzles,	
they	get	bored.	They	want	something	new!	They	don’t	want	to	
explore	with	same	thing.”	She	noted	another	barrier	explaining,	
“You	know,	where	we	live,	we	don’t	have	electricity	as	well.”	
Crime	and	danger.	Crime	and	danger	in	the	community	were	other	environmental	factors	that	
hindered	shared	enjoyable	activities	between	parents	and	children.	While	crime	was	only	mentioned	by	
participant	9	in	his	workbook,	it	was	talked	about	at	length	in	the	focus	group	discussion.	In	his	
workbook,	participant	9	wrote,	“I	try	to	spend	time	with	my	son	because	we	have	to	have	a	strong	
relationship	to	keep	him	away	from	bad	things	in	our	community.”	Participant	2	stated,	“Cause	the	
world	can	take	them	away	from	me	–	there	are	so	many	things	they	can	be	exposed	to	that,	when	they	
exposed	to	such	things,	for	you	to	get	them	back,	it’s	very	difficult.”	Participant	9	stated,	“Even	me,	I’m	
a,	I’m	a	Christian.	So,	I	want	them	to	be	Christian.	To	avoid	something	like	alcoholics.	Drugs.	Something	
like	bad	things.	It’s	difficult,	but	there’s	no	order	there.	Because	people	are	smoking	in	public.	Like	a	
dagga	(a	local	term	for	cannabis).	They	smoking	in	public	and	even	the	nyaope	one	(a	local	black	tar	
heroin	mixed	with	other	substances).	That	one	is	a	drug	they	call	it	nyaope.	Ja,	very	dangerous.	They	
smoke	it	in	public.	Which	means	even	the	small	kids	they	can	learn	from	them.	If	they	are	smoking	in	
public,	that	is	why	I’m	saying	there’s	no	order	there.	So	that	is	why	I	want	my	children	to	grow	a	strong	
relationship	with	Father	[referring	to	God].”	He	added,	“We	need	to	have	a	library	and	to	be	visiting	the	
library	because	reading	will	keep	them	from	danger.”	Participant	10	continued	to	paint	this	picture	by	
	
	
46	
describing,	“They	are	exposed	to	TV,	friends,	phones,	at	school,	out	of	school	-	they	see	a	lot	of	things.	I	
went	to	Multi-purpose	(a	shopping	complex	in	the	community)	and	kids,	they	have	phones	where	
there’s	internet	and	Wi-Fi.	These	kids	they	see	all.	These	kids	they	see	gambling.	They	see	everything	
that	you	can	ever	think	of,	and	they	know	sexual	styles	more	than	what	other	parents	can	know….	And	
they	come	back	home	and	they	are	quiet.	You	look	at	that	Multi-purpose	in	Cosmo	City-	open	Wi-Fi.	You	
can	see	small	kids,	and	you	think	they	are	researching	but,	no,	they	are	not.”		
Societal	pressure	for	social	ranking.	Societal	pressure	was	another	barrier	that	stemmed	from	
money	and	environmental	factors	of	the	city	which	restricted	families	from	enjoyable	activities.	While	it	
wasn’t	noted	in	workbooks,	pressures	related	to	social	standing	and	appearance	were	also	talked	about	
at	length	in	the	focus	group	discussion.	Participant	10	explained,	“There’s	a	different	feeling	when	
you’re	at	home	[in	the	rural	areas].	You’re	used	to	ice	creams	and	all	that	[in	the	city].	When	you	get	
home	[to	the	rural	areas],	you	are	relaxed.	Those	expectations,	they	are	gone.	You	can	sleep	with	pap	
and	wake	up	with	pap.	Afternoon	pap	(a	staple	food	in	Southern	Africa	used	to	make	traditional	
porridge	from	coarsely	ground	maize).	But	you’ll	never	do	those	things	in	Jo’burg.”	Regarding	play,	
participant	10	explained,	“When	you	take	them	to	the	farms,	they	enjoy	playing	with	those	simple	
things,”	as	he	described	games	that	were	played	with	tins	from	baked	beans.	With	participants	excitedly	
explaining	details	of	these	traditional	
games,	participant	10	continued	to	explain,	
“We	make	a	ball	out	of	the	plastic.	Now	for	
me	to	go	to	a	game	[in	the	city],	I	need	to	
pay.	Buying	a	soccer	ball	now.	If	I	make	a	
plastic	ball	now	–	naaa,	I	will	play	alone.	It’s	
like	in	Jo’burg,	you	don’t	want	to	play	with	
a	plastic.	They’ll	say	‘Ah,	what	are	you	
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doing?’	I	want	a	real	soccer	ball.	Now	it’s	costing.	Jo’burg	and	home	–	it’s	not	the	same.”	Participant	11	
added,	“They’re	not	going	to	take	you	serious.”		
Societal	pressure	experienced	by	children	also	provided	barriers	to	spending	enjoyable	time	
together	as	a	family.	Participant	6	explained,	“It’s	really	difficult	because	I	have	two	teenagers.	So,	at	the	
end	of	the	day,	you’ll	find	them	dating	old	people	because	of	money.	‘My	mom	and	my	dad	don’t	love	
me	so	I	just	need	to	go	out	and	find	money,’	of	which	it’s	not	good.	You	know,	sometimes	we	Blacks	like	
being	‘sugar	daddies’	and	stuff.	Ok,	she	can,	she	can	date	black	old	men	or	sugar	daddy	or	whatever	you	
call	it,	but	it	must	be	out	of	love.	Not	because	she	will	go	there	to	that	man	for	money	and	stuff.”	All	the	
participants	indicated	clear	agreement	when	participant	10	passionately	asserted,	“We	are	living	in	a	
generation	where	there’s	much	competition	at	school.	And	their	peers,	they	come	with	money	from	the	
taxi	drivers,	from	everywhere.	Now	every	little	girl	feels	that	‘Okay,	if	I	don’t	get	the	dating	this	older	guy	
then	I’m	not	in	the	style	or	in	the	fashion	and	all	that.’	Come	to	Cosmo	City.	You	will	see.	Like	yesterday,	
we	were	asking	ourselves	‘Go	etsagalang	ka	ban	aba	rona?’	(vernacular	meaning:	What’s	happening	with	
our	children?).	It’s	like,	it	was	like,	go	na	pula	every	corner	(vernacular	meaning:	it’s	raining,	as	in	
problems	on	every	corner).	…	You	can	stop	and	say	‘Wena	baba!	Umeleni	na	lomtwana?’	(vernacular,	as	
if	talking	to	the	man,	meaning:	You,	man	-	why	are	you	standing	with	this	child?)	Like,	what’s	happening!	
But	it’s	the	challenge	that	they	are	facing	at	
school.	It’s	not	what	you	are	teaching	them	at	
home,	no.	It’s	the	pressure	that	they	get	at	
school.	And	it	makes	them	to	grow	quicker	in	
their	minds,	their	phones,	and	all	that.	And	
they	ended	up	doing	things	that	you	don’t	even	
know.”		
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4.1.4	Distractions.	In	the	focus	group	discussion,	participants	identified	technology,	people,	
work,	and	sleep	as	personal	distractions	that	keep	them	from	enjoyable	activities	with	their	children.	
While	there	is	some	duplication	in	this	theme	with	previously	mentioned	barriers,	this	participant-
generated	theme	differs	in	the	locus	of	control.	Participants	described	time	and	money	as	mostly	out	of	
their	control	whereas	these	noted	distractions	were	within	their	control.	There	was	group	agreement	as	
participant	7	noted,	“The	distractions	are	the	ones	that	make	us	not	to	have	time.	Because	I’m	busy	with	
technology,	therefore	I	don’t	have	time.	And	that’s	time	I	could	have	saved	up.	I’m	busy	attending	to	
people	just	knock.	Ja.	So,	people	keep	coming	and	knocking	and	doing	this	and	that	–	distracting	me.	Or	
I’m	working	too	much	and	it’s	a	distraction	again.”	Participant	1	took	a	photo	of	a	person	calling	a	
meeting	and	wrote	in	his	workbook,	“People,	crimes,	
problems	make	me	busy.	I	help	solve	problems	for	
the	community	which	makes	me	busy	and	takes	me	
away	from	my	family.”	He	explained,	“On	Saturday,	
most	of	the	time	I’m	busy.	Very	very	busy	with	the	
community.	Also,	meetings	[referring	to	meetings	
resolving	community	conflict	and	
for	school	governance	boards].”		
Technology.	TV	was	an	enjoyable	activity	when	shows	were	viewed	with	their	child(ren),	but	it	
was	also	noted	as	a	distraction	that	kept	them	from	spending	time	together.	Participant	7	wrote	in	her	
workbook,	“Distractions	from	phone	and	TV.	It	keeps	me	from	focusing	on	chats,	reading,	etc.”	
Participant	4	noted	in	her	workbook,	“We	spend	too	much	time	on	phones.”	Participant	2	commented,	
“Looking	at	our	everyday	life,	it’s	normal.	We	just	watch	tv,	everyone	is	just	busy	with	whatever	they	are	
doing.	
A	participant	poses	to	represent	the	time		
it	takes	to	call	community	meetings	
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Alcohol	and	entertainment.	Participant	3	added,	“We	actually	need	to	enjoy	the	nature.	We	
forgot	about	our	kids.	That’s	what	makes	us	like,	not	enjoy,	like,	enjoying	time	with	our	kids.	Because	us	
parents,	we	don’t	have	time	for	the	kids.	We	go	drink	alcohol,	we	leave	the	kids	with	the	parents,	they	
cook,	we	go	out	forever.	As	parents,	we	think	like	enjoying	life	out	there,	leaving	our	kids	with	someone	
else	it’s	a	solution	(referring	to	grannies	raising	children).”	Participant	6	was	hesitant	in	sharing	her	
struggle	to	balance	time	between	family	and	friends.	She	explained,	“You	know	when	you	with	your	
friends,	maybe	we	watching	something,	maybe	we	drinking.	I	do	some	wine	sometimes	then	and	there,	
maybe	on	Saturdays	late	with	my	friends.	Because	I’m	not	allowed	-	no,	it’s	not	that	I’m	not	allowed.	But	
I’ve	taught	myself	since	they	have	no	father,	we	are	some	kind	of	being	alone.	So,	I	can’t	come	with	my	
friends	here.	Ja,	my	children	need	their	space.	Like	it’s	their	homes,	their	place.	I	never	do	something	
like	that	in	my	home,	so	we	used	to	go	outside	like	at	my	friend’s	place.”	During	a	visit	to	participant	
12’s	home	on	a	Saturday	at	9	am,	the	researcher	was	welcomed	by	the	father	who	was	holding	a	nearly-
empty	bottle	of	beer.	In	the	informal	conversation,	the	participant	expressed	anger	and	frustration	for	
the	ways	alcohol	causes	problems	in	the	family,	keeping	the	father	away	from	the	family	and	spending	
their	limited	resources.		
Sleep.	Sleep	was	not	mentioned	under	distractions	on	the	participant-generated	list	of	barriers	
to	enjoyable	activities,	but	participant	8	mentioned	sleep	as	a	distraction	in	the	focus	group	discussion.	
Participant	10	noted	that	it’s	a	matter	of	“over	sleeping.”	As	opposed	to	being	tired	due	to	work	
demands,	three	informal	conversations	in	participant	homes	noted	tiredness	in	connection	to	
hopelessness	as	a	result	of	not	having	jobs	and	feeling	overwhelmed.	Participant	3	painted	the	picture	of	
how	sleep	used	to	be	a	distraction	for	her	as	she	explained,	“I	didn’t	really	have	time	on	Sundays	like	to	
go	to	church.	I	was	sleeping,	I	was	feeling	tired,	I	was	watching	TV	–	distraction	as	well,	what	do	you	call	
it,	technology.	So,	I	said	to	[my	friend]	one	day,	I	said	‘hey,	you	know,	I	don’t	have	time	to	take	my	kids	
to	church.’	[My	friend]	said	‘You	said	always	you	complain	there’s	no	time,	you	know	you	sleep.	Do	you	
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know	how	much	time	of	sleeping	you	do?	You	can	make	time.	For	that	2	hours	going	to	church,	it’s	not	
like	you	gonna	lose	something.	You	can	go	to	church	and	come	back	and	sleep.’	I	sit	down	and	I	listen	to	
what’s	she’s	telling	me	and	now	it’s	working!	It’s	definitely	working	for	me!	I	was	always	tired.	I	always	
sleep.	I	saw	that	really,	for	me,	sleeping	doesn’t	help.	You	don’t	need	to	sleep.	You	need	to	do	
something.	We	need	to	wake	up	and	do	something.”		
4.1.5	Lack	of	information.	The	final	theme	generated	by	participants	to	explain	barriers	to	
enjoyable	activities	was	lack	of	information.	Participant	3	began	by	saying,	“We	don’t	have	more	
information.	We	don’t	know	what’s	happening.	If	there’s	any	[activities]	around	to	where	maybe	it’s	not	
far	that	we	can	reach	[referring	to	family	activities	available	near	to	the	location	of	participant	homes].”	
Participant	12	wrote	in	her	workbook,	“Doing	activities	outside	the	home.	There	is	nothing	to	do.	Need	
to	find	free	things	to	do.”	Participant	10	wrote,	“Time	and	full	information	(when	and	how).	It	needs	
money	to	register,	time	and	to	know	where,	when	and	how	to	register	for	one	to	take	part.”	Participant	
5	added	that	not	understanding	her	son’s	current	developmental	stage	keeps	them	from	enjoyable	
activities.	She	stated,	“My	son	[in	grade	7]	-	he	retreats.	He	wants	to	be	by	himself.”	Participant	7	noted,	
“I	like	the	Black	stories,	but	I	have	limited	knowledge	[about	traditional	African	stories]	so	I	have	to	
make	them	up.”	There	was	agreement	that	there	is	a	decline	of	traditional	storytelling	in	modern,	
urbanized	culture.	Participant	4	noted	in	her	workbook	that	she	would	like	“to	enjoy	and	tell	stories	like	
me	and	my	family	used	to.”		
Cultural	expectations	and	transgenerational	legacies.	In	his	workbook,	participant	10	noted,	
“Not	giving	attention	is	cultural.	It’s	always	been	like	that.	Kids	play	and	come	back	home	without	the	
parents.”	Additionally,	he	wrote	about	this	as	a	barrier	to	not	helping	his	child	with	school	projects.	He	
wrote,	“It	is	a	habit	that	we	grew	under.	I	was	not	helped	when	I	was	young.”	In	the	focus	group	he	
explained,	“I’m	saying	cultural	expectations	because	it	is	one	of	those	things	that	actually	becomes	a	
barrier	really.	Because	it’s	part	of	the	habits	that	I	grew	up	with.	Or	things	you	did	with	your	parents	-	
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you	find	yourself	fighting	them	to	things	I	do	with	my	kids.	You	find	that	they’re	not	the	same,	and	we	
want	to	pass	them	onto	our	kids.”	Participant	11	added,	“Even	my	parents,	they	couldn’t	read	and	write,	
so	I	couldn’t	go	to	them	and	say	‘help	me’	with	my	project	or	homework.	I	had	to	do	it	for	myself.”	
Participant	7	illustrated	in	her	workbook	that	things	were	“done	to	me	rather	than	with	me.”	She	
explained	in	the	focus	group	discussion,	“My	problem	with	fetching	[firewood]	and	fetching	[water]	is,	
and	even	washing	the	dishes,	you	are	not	doing	them	with	your	parent.	You	are	doing	them	for	the	
parent.	So,	for	me	they	are	not	enjoyable	because	it’s	a	time	of	working	and	screaming	so	maybe	with	
even	our	children	that	shouldn’t	be	something	we	say	they	must	enjoy.”	
“The	stone	is	within	us”:	The	influence	of	cultural	tradition	on	interactions	between	parents	
and	children.	Participants	described	an	internal	conflict	between	the	cultural	tradition	reflected	in	how	
they	were	raised	and	what	they	would	like	to	do	with	their	own	children.	The	barrier	here	is	that	they	
have	internalized	those	cultural	traditions	about	parenting	and	find	it	hard	to	do	anything	different	
because	it	is	ingrained	and	reinforced	by	others	around	them.	As	participant	10	said,	“the	stone	is	within	
us…we	are	the	ones	that	need	to	soften.”	
Participant	6	expressed,	“I	think	it’s	the	superiority	thing.	We	want	to	feel	like	the	one	who	
[knows].	It’s	how	we	grew	up.”	Participant	7	explained,	“So,	we	grew	up	in	an	era	where,	even	with	
Jesus,	they	will	tell	you	‘Eh,	don’t	ask	questions,	it’s	just	written	in	the	Bible.’	Now	[our	children]	will	tell	
you,	‘Where	does	Cain’s	wife	come	from?’”	Her	comment	was	met	with	spirited	laughter	from	the	other	
participants.	Participant	10	built	on	this	reality	as	he	noted,	“You	couldn’t	speak	up	to	your	parent.	To	
argue	or	challenge	your	parent	in	terms	of	saying	that	‘I	can’t’	or	‘Why	am	I	not	supposed	to	do	that?’”	
Participant	6	added,	“That	wasn’t	allowed.”	Participant	11	interjected,	“They	will	beat	you	for	that,”	to	
which	participants	laughed	as	the	situation	was	uncomfortably	familiar	to	all.	Participant	10	continued,	
“Remember,	we	didn’t	go	to	school.	Our	parents	didn’t	go	to	school.	And	if	you	want	to	teach	[your	
parents],	they	will	feel	like	you	are	challenging	them.	‘You	dilêlah’	(slang	meaning:	you’re	disrespectful	–	
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I’m	not	your	age).	Now	it’s	disrespecting	them.	For	me,	it	was	huge.	We	are	afraid	to	challenge	or	to	be	
challenged	by	our	kids	because	our	parents	were	afraid	to	be	challenged	by	us.	And	we	assume	that	if	a	
child	speaks	likes	this,	it’s	disrespect.	It’s	based	on	what	they	taught	us	-	but	it	is	not	disrespect.	Your	
child	needs	to	be	comfortable	with	you	to	talk	anything	and	question	you	about	anything.	Tomorrow	
when	she’s	pregnant	from	someone	else	you	will	say,	‘But	my	child,	why	don’t	you	talk	to	me?’	Talk	to	
you	about	what?”	Another	participant	echoed,	“Exactly!”	Participant	10	persisted,	“You	are	a	police.	
Every	time	when	[children]	think	talking	to	[parents]	about	this	thing,	‘Aaa	…	I	can’t’.	So,	if	we	[parents]	
open	up	that,	then	it’s	easy	for	the	children	to	come	in	[and	talk].	Can	your	child	come	to	you	and	say	
‘Mama,	I’m	dating.’?	[My	son]	is	eleven	years	and	he	told	us	that	he	has	a	crush.	I’m	like,	‘Yho!	If	I	said	
that	to	my	father	and	mother,	I’ll	be	beaten	and	go	everywhere	with	those	bruises.’	But	like	I	said,	we	
are	still	growing	with	that.	We	are	still	having	some	of	those	norms	now	and	again	and	our	kids	are	
afraid	to	tell	us	things.	Already	the	discipline,	the	stone	is	in	us	[parents].	We	have	that	already.	We	[the	
parents]	are	the	ones	who	need	to	soften.	You	know,	like,	our	kids,	they	need	us	to	come	close	to	them	
as	a	friend,	you	don’t	want	now	a	father,	or	a	mother,”	said	in	a	commanding,	derogatory	tone	indicating	
superiority.	“They	want	a	mommy	and	daddy.”	
4.1.6	The	legacy	of	apartheid	and	the	transition	to	opportunity.	Beyond	a	general	lack	of	
information	and	cultural	patterns,	participants	unpacked	their	experiences	in	the	urban	environment	
which	required	more	information	in	order	to	better	engage	with	their	children.	The	examples	were	a	
blend	of	cultural	patterns,	patterns	that	were	shaped	by	historical	oppression,	and	translating	culture	
from	a	rural	to	an	urban	context.		
Historical	practice	of	grandmothers	raising	children.	One	significant	issue	that	revealed	how	
lack	of	information	and	translation	of	values	kept	parents	and	children	from	enjoyable	experiences,	or	
experiences	in	general,	was	the	cultural	and	historical	practice	of	grandmothers	raising	children.	
Participant	6	explained,	“Leaving	kids	with	grannies	is	not	a	solution.	It’s	creating	problems.	We	give	
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them	to	our	parents.	Why	are	we	doing	that?	Because	sometimes	that	is	a	problem,	because	our	kids	
they	grow	up	-	they	don’t	know	us.	We	don’t	know	them.	Do	you	know	how	much	problem	we	are	
creating	there?	It’s	a	part	of	apartheid.	It	continue	and	continue	and	continue.	And	we	don’t	see	it.	It’s	a	
problem.	And	I	watch	it	once.	You	see,	I	stay	now	with	my	older	child	[who	in	her	20’s].	She	grow	up	
with	my	mom	[in	the	rural	areas	of	Limpopo	while	I	lived	and	worked	in	Johannesburg].	She	doesn’t	
understand	me.		She	doesn’t	know	me.	She	doesn’t	know	what	I	want.	She	always	ask	my	younger	child	
[who	lives	with	me],	‘How	do	you	deal	with	your	mom?’	Because	she	doesn’t	know.	It’s	tough	for	me	to,	
to	have	a,	blame	myself,	why	did	I	do	that.”	She	continued,	“It’s	a	habit.	It’s	a	pattern	of	what	we	do.	We	
think	our	mothers	can	raise	our	kids	which	is	wrong.”	They	[tried	to]	force	[my	two	younger	children]	to	
go	home,	and	I	refuse	big	time.	I	said	no.	…	I	tell	people	you	can’t	do	that	to	your	kids.	But	some	they	
don’t	see	it.	That’s	what	I’m	saying	–	it’s	like	a	habit,	what	we	grow	up	doing.	It’s	not	easy	to	stop	it	
because	everyone	is	doing	it.	So	I’m	trying	to	stop	it	with	my	kids.”	She	concluded,	“Knowing	is	
important.”	
Education	imbalances	from	a	changing	world.	Another	issue	was	the	difference	in	education	
levels	and	exposure	for	parent	and	child.	In	the	focus	group	discussion,	the	researcher	clarified	
understanding	by	asking	if	lack	of	information	was	tied	to	how	our	world	was	changing,	to	which	
participant	10	responded,	“Yes,	yes,	yes.	That’s	perfect.”	Participant	4	stated,	“At	his	age	now	I’m	aware	
that	he	knows	more	things	than	I	do.	It	really	surprised	me.”	Participant	10	painted	this	picture	by	
explaining,	“Now	they	are	living	in	a	world	where	they	are	experiencing	multi-racial	schools,	they	go	to	
trips,	they	come	across	kids	who	speak	up	–	loud,	straight	(referring	to	children	who	are	aware	of	their	
voice	and	power).”	He	explained	that	children	hear	contrasting	messages	at	home	and	school	and	
recounted	that	his	child	said,	“Mommy,	no	I	can’t	do	that,	it	will	break	my	hands.	Because	at	school,	I	
did	Health	or	Science	or	Physio.	It	says	that	if	I	wash	my	hands,	I	need	to	wash	them	like	this,	and	you	
want	me	to	wash	them	in	a	wrong	way.”	Participant	2	shared	how	this	plays	out	in	the	kitchen	for	her.	
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“So,	he’s	putting	me	under	pressure	anytime	I’m	on	the	stove	because	I	cook	for	eating.	I	don’t	enjoy	
cooking.	I	just	cook	so	we	can	eat.	But	now	he’s	putting	me	on	my	toes,	because	I	have	to	come	up	with	
something	that	is	very	nice	because	–	‘Can	we	bake	a	cake?	Can	we	bake	muffins?’	I	don’t	know	how	to	
do	these	things.”	
Translating	values	to	new	environments.	The	researcher	continued	to	ask	for	clarity	by	asking,	
“So,	if	the	goal	is	responsibility	in	building	our	children	for	their	future,	we	need	to	be	able	to	adapt	
what	that	looks	like	-	is	that	what	you’re	saying?”	Participant	10	explained	“I	am	saying	that.	And	let	me	
know	what	does	it	do	to	me	than	threatening	me	if	I	don’t	do	it.	Now	I	don’t	know	the	benefits	of	doing	
that	–	I	only	know	the	danger	side	and	the	fear	of	not	doing	it.	I	need	to	know	that	if	I	wash	dishes	it	
prepares	me	for	the	future.	[My	oldest	child	in	grade	5]	said	to	me,	‘But	dad,	I’ll	be	having	a	washing	
machine	for	dishes	and	I’m	gonna	have	a	maid.’	I	was	like,	he’s	speaking	something	which	is	beyond	me.	
I	don’t	afford	a	maid.	He	will	afford	a	maid.	And	what	do	I	say	to	him	and	teach	him	what?	I	need	to	
think	now.	But	it	gives	them	the	freedom	also	to	grow	and	to	be	like	any	other	person	that	he	will	be	at	
his	office	or	work.	They	will	be	able	to	reason.”	He	emphasized,	“Remember	I	said	‘it	comes	from	your	
parents.’	You	want	your	child	to	grow	doing	the	things	that	you	did.	Because	they	said	‘wash	dishes’,	
your	children	must	also	wash	dishes,	but	you	don’t	know	why	they’re	supposed	to	wash	dishes.	When	
you’ve	washed	clothes	for	everyone	and	your	sisters,	and	this	poor	child	must	also	do	that	because	you	
are	growing	doing	that.	But	you	don’t	give	them	a	sensible	answer,	reason,	of	why	they’re	doing	these	
things.	We	will	never	know	anything	and	everything	to	these	children.	And	they	even	know	mucher	than	
we	know.”	
Insecurity	and	fear	because	“these	kids	did	not	come	with	a	manual.”	It	was	apparent	that	
participants	were	making	sense	of	the	implications	of	lacking	information	as	they	shared	their	stories	
with	the	researcher.	Participant	7	noted	this	issue	of	lacking	information	as	she	concluded,	“I	think	we	
need	to	just	know	that	it’s	a	learning	curve.	These	kids	did	not	come	with	a	manual.	We	literally	don’t	
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know	what	to	do	and	we	don’t	know	how	to	respond.	Like	when	he	says	‘I’ll	have	a	maid’	then	you	
quickly	have	to	think	‘Oh,	so	when	you’re	going	to	university,	who’s	going	to	wash	your	dishes?	Are	you	
going	to	know	how	to	do	it	when	you	live	alone	there	before	you	make	it?’	So,	it	also	forces	you	to	come	
up	with	the	answers.”	Participants	retorted,	“exactly,	exactly!”	
When	the	researcher	asked,	“So,	does	that	create	fear	in	parents	when	our	children	are	
responding	to	us	and	we’re	not	sure	how	to	respond	back?”	Participant	responded,	“A	LOT!”	and	
participant	11	quickly	followed	saying	“All	the	time.”	In	expressing	there	is	no	manual	to	translate	values	
and	cultural	patterns	in	the	urban	environment,	participants	agreed	there	is	fear	and	arising	insecurities	
in	raising	children	in	a	world	foreign	to	their	own.	Participant	7	explained,	“When	you	say	you	don’t	
know,	you	feel	like	less.	As	parents,	we	want	to	feel	that	we	know	it	all.	But	I	think	the	favor	we	can	do	
to	ourselves	is	to	know	and	to	let	the	children	know	as	well	-	we	really	don’t	know.	And	come	up	with	
ways	to	make	us	feel	better.”	Together,	participants	explained	the	example	of	looking	into	the	eyes	of	a	
superior	whether	that	be	a	child	to	a	parent	or	employee	to	a	boss.	Participant	10	recounted,	“Because	
right	now	our	kids,	you	look	at	them	when	they	go	to	interviews	and	all	that,	they	can’t	look	at	the	boss	
into	their	eyes.	When	I	look	at	my	parents	to	my	eyes	like	this,	I’ll	get	a	smack	–	right	there	[slapping	his	
own	body].	I	need	to	look	down.	And	at	work	when	I	look	down,	they	would	say	‘there	is	something	
wrong	you	are	doing’,	and	at	home	they	say	it’s	respect.	And	we	were	taught	to	ask	like	this	[clapping	
hands	together	in	a	cup-like	manner	and	somewhat	bowing	down	showing	submission	as	in	respect]	But	
in	this	now	our	world	and	time,	this	[showing	same	clapping	behavior]	is	begging.	And	so	a	child	doesn’t	
grow	up	with	all	confident	every	time	you	say	to	your	child	“pa	pata”	[shouting	a	vernacular	expression	
with	physical	gesture	of	cupping	hands]	-		that’s	begging.	For	me,	do	I	want	to	grow	like	that?	Do	I	want	
to	see	my	child	doing	this	or	do	I	want	to	see	my	child	standing	up	and	say	‘Thank	you	sir’	or	‘Thank	you	
Baba.’	Not	‘dankie’	[Afrikaans	meaning	thank	you,	spoken	in	a	subdued,	patronizing	way].	For	me	those	
things	destroyed	the	confident	of	us	children.	We	are	still	suffering	those	things.”	Participant	6	added,	
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“Like	for	me,	I	get	his	point.	Like	with	me	when	I	lost	my	work	last	because	my	boss	wants	me	to	stare	
him,	stare	him	in	the	eyes	and	I	don’t	know	how	to	do	that.	I	think	Blacks,	they	are	struggling.	Because	
we	are	not	allowed	to	do	those	things	-	to	stare	someones	or	the	elder	this,	ja,	in	the	eyes.	While	they	
do	because	it’s	their	culture,	it’s	in	their	blood.	For	us,	it’s	not	working,	no.”		
Insecurity	and	fear	played	out	in	research	process.	While	the	workbook	itself	was	not	a	barrier,	it	
contributed	to	insecurity	and	fear.	Participant	10	shared,	“When	we	went	back	home	[from	the	meeting	
for	the	study,	we	were	thinking,]	‘Ah!	It	takes	us	back	to	school.	Ah!	A	lot	of	work	–	put	the	camera	there	
[motioning	to	set	it	aside].”	Participants	erupted	in	laughter	as	he	continued,	“And	when	we	came	to	
meet	again,	it’s	due	now.	It’s	like,	‘Tjo,	where’s	that	camera!	[pretending	to	look	for	it.]	‘What	are	we	
writing?	What	are	we	writing!’.”	Participant	7	shared,	“I’m	lucky	I’m	a	teacher.	I’m	with	books	every	day,	
but	I’ve	seen	[my	husband]	struggle	through.	[He]	was	like	‘Yho!	Back	to	square	one.’	And	then,	‘Does	
my	sentence	even	make	sense?’.”	Participant	10	explained,	“We	are	used	to	technology.	When	you	send	
a	message,	it	gives	you	spell	check.	Now	I	think,	“Oh!	Yho!	I	need	to	use	very	simple	words!”	Participant	
6	giggled	as	she	confessed,	“I	used	to	call	Megan	every	time.	Every	time	I’m	writing,	I’d	be	like	‘Oh	guys,	
no!	Megan!’.”	After	the	laughter	lulled,	participant	10	explained,	“After	some	time,	you	start	to	realize	
that	ok,	this	is	nice	actually.	We	can	do	it.	Coming	every	week,	it’s	hot	(referring	to	the	pressure	he	felt).	
And	now	we	start	creating	those	excuses.	Although	we	know	it’s	fun,	it’s	nice,	but	like,	tjo,	it	was	hard	
work.	Because	everyone	can	agree	with	me	-	it	is	not	boring	-		it	is	nice	-		it	challenges	you	at	the	
weekend.	Even	when	you	write	it	you	feel	it’s	a	burden,	but	you’re	like	‘Yho!	This	is	nice’”	
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Table	6.	Description	of	themes.		
 Barriers to Enjoyable Time  How We Spend Enjoyable Time 
Time	 • Work	demands	from	employer	
• Work	demands	home	
• Busy	lifestyle	
• Time	management	
• Wasted	time	
	
Common	
Interests	
• Food	
• Sport	
• Games	
Money	 • Lack	finances	
• Single	parenting	
	
Poverty	Trap:	
• Access	to	resources	
• Crime	&	violence	
• Pressure	social	status	
	
Exposure	to	
New	Things	
• Exposure	thru	travel	
• Posture	to	learn	
Distractions	 • Technology	
• Alcohol	
• Sleep	
Identity	
Formation	
• Through	teaching	
• Indirect	teaching	though	
storytelling	
• Via	working	together	
• Activities	reinforce	spirituality	
• Identity	formation	iterative	
process	
	
Lack	of	
Information		
• Cultural	expectations	and	trans	
• “setting	the	stone”	
	
Legacy	of	Apartheid:	
• Grandmothers	raising	babies	
• Education	imbalances	
• Translating	values	
• Insecurity	&	fear	
Communication	 	
	 	 Seeing	Child;	
Seeing	Self	
Seeing	Child	
• Iterative	process;		
• Environment/warmth	
• Noticing	Bids	for	attention	
• Noticing	skills,	knowledge		
Seeing	Self	
• Remembering	old	days	
	
	 	 Compromise	 • Sharing	control	&	ownership	
• Engaging	the	Child’s	world		
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4.2	Enjoyable	Activities		
Considering	the	cultural,	socio-economic	and	historical	barriers	participants	experienced	in	
spending	enjoyable	time	with	their	children,	it	is	remarkable	they	still	found	ways	to	enjoyable	time	
together.	Themes	regarding	enjoyable	activities	centered	around	the	following:	having	common	
interests;	exposing	their	children	to	new	things;	identity	formation;	communication;	seeing	the	child,	
seeing	oneself;	and	compromise	(see	figure	5).	Throughout	the	study,	it	became	evident	that	the	themes	
that	centered	around	enjoyable	activities	related	to	and	dependent	on	one	another.	For	example,	the	
more	families	engaged	in	common	interests,	the	more	common	interests	they	discovered.	This	iterative	
process	will	be	explained	through	participant	quotes	as	each	theme	is	unpacked.	
Figure	5.	Themes	for	enjoyable	activities	shared	by	families	
	
4.2.1	Common	interests.	Each	of	the	participants	described	that	shared	common	interests	were	
a	pathway	to	enjoyable	activities	with	their	child.	Common	interests	most	commonly	talked	about	in	the	
focus	group	interviews	included:	food	(planting,	preparing,	cooking,	eating	together),	opportunities	for	
play	(such	as	sports,	singing	and	dancing,	playing	games,	and	joking),	watching	TV,	and	enjoying	nature.	
Participant	photo	stories	represented	additional	individual	preferences.	The	talking	points	in	the	focus	
group	did	not	necessarily	reflect	the	frequency	represented	in	Table	3	(on	p	48)	which	listed	eating	
Common 
Interests
Exposure to 
New Things
Identity 
Formation
Communication
Seeing the 
Child
Compromise
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together,	going	to	church,	celebrating	my	child’s	success,	watching	TV/movies,	and	shopping	as	the	top	
five	enjoyable	activities.	
We	enjoy	food.	The	traditional	practice	of	growing	your	own	food	and	preparing	it	together	was	
important	in	the	parents’	own	childhood	experiences	and	was	now	also	proving	to	be	a	protective	factor	
and	common	interest	for	their	own	children	in	spite	of	the	stark	
difference	between	the	parents’	rural	childhood	and	their	
children’s	urban	environment.	Participant	2	documented	in	her	
workbook	that	she	cooked	with	her	mom	every	day	growing	up	in	
Zimbabwe	and	wrote,	“I	learnt	recipes	and	I	enjoyed	the	meals.”	
Participant	2	took	a	photo	of	her	son	cooking	in	the	kitchen	and	
wrote	that	she	and	her	son	enjoy	“cooking	together	regularly.	We	
both	love	food	and	it	is	fun	to	do.	We	teach	each	other	new	
recipes.”		
In	noting	the	enjoyment	from	her	childhood	in	rural	Limpopo	of	being	able	to	work	together	as	a	
family,	participant	5	wrote,	“I	enjoyed	working	in	the	garden	and	growing	our	food.”	She	delighted	in	
the	fact	that	her	daughter	enjoyed	spending	time	with	her	in	their	garden	in	Johannesburg,	and	their	
multiple	photos	of	each	other	working	in	the	garden	gave	evidence	to	their	common	interest	of	
gardening.	
Having	a	daily	rhythm	for	eating	together	and	weekend	rhythms	for	special	meals,	such	a	fast	
food	or	having	traditional	braais,	(a	popular	South	African	social	custom	of	grilling	meat)	was	highly	
valued	in	participant	stories.	For	several	points	in	Participant	3’s	workbook,	she	identified	times	of	day	
they	share	meals	and	took	photos	of	the	food	commonly	eaten	during	those	meals.	She	wrote,	“We	
have	breakfast	every	morning	for	energy	before	school	and	work.	Nice	lunch	after	church	with	atchar		
(pickled	mango).	Morogo	(spinach)	and	small	beans	is	our	daily	supper.”	Participant	12	wrote	in	her	
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workbook,	“I	love	to	eat	papa	made	with	cassava.	We	would	sit	and	eat	it	together”	to	describe	eating	
with	her	family	as	a	child	in	Malawi.	During	an	informal	conversation	in	participant	12’s	home,	she	noted	
that	this	tradition	of	eating	together	is	now	
enjoyed	with	her	own	children.	Regarding	her	
childhood	in	Soweto,	participant	7	wrote	in	
her	workbook,	“Daily	[eating	together	with	
my	grandmother]	and	when	I	was	older,	
whenever	I	would	visit.	I	loved	how	[my	
grandmother]	cooked	me	food.	It	made	me	
feel	loved,	special	and	cared	for.”		
Several	other	families	shared	about	
the	common	interest	they	and	their	children	
have	in	their	love	for	“takeaways”	from	fast	
food	chains.	Participant	6	noted	in	her	
workbook	that	monthly	her	family	would	
enjoy	eating	new	foods	together	at	fast	food	
restaurants	in	Soweto.	“We	were	forced	to	
talk,	we	laughed,	and	it	was	nice	over	strange,	new	foods.”	Sometimes	with	her	own	children,	they	
enjoy	weekend	braais	and	also	enjoy	eating	fast	food	together.	She	wrote	in	her	workbook,	“We	chat,	
laugh,	joke	over	junk	food!”	Participant	6	joyfully	noted,	“Just	because	you	know	they	are	teenagers	and	
obviously,	they	draw	most	attention	to	friends	and	boyfriends	and	stuff.	Why	don’t	they	draw	attention	
at	home?	You	know,	children	and	food	–	same	WhatsApp	group	(a	contemporary	cultural	expression	of	
strong	affinity).	Mm.	As	for	me,	on	Fridays,	we	don’t	cook.	Every	Fridays,	we	just	do	the	takeaways.”		
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We	enjoy	sport.	Sports	and	exercise	activities	were	also	a	common	interest	that	became	a	
pathway	to	enjoyable	activities	for	families.	Participant	10	watched	his	father	play	soccer	every	week.	
He	wrote	in	his	workbook,	“It	was	great	to	see	and	hear	how	people	love	him	and	the	way	he	plays.”	He	
wrote	in	his	workbook	that	he	now	enjoys	coaching.	Weekly,	he	now	coaches	and	cheers	his	own	son.	In	
his	workbook,	he	wrote,	“I	love	soccer	and	he	loves	soccer	too.	When	we	are	there	at	training,	there	is	
more	joy.	It	felt	good	to	be	there	as	a	father	and	seeing	other	parents	support	their	kids.	He	was	very	
happy.”	Participant	9	wrote	in	his	workbook,	“I	coach	my	son’s	team	and	we	play	matches	on	the	
weekend.	I	like	soccer	and	I	want	my	son	to	be	a	next	hero	or	star.”		In	the	focus	group	discussion,	he	
explained,	“During	the	week,	practice.	Practice	after,	around	4	to	5.	But	during	the	weekend	is	playing	
tournament.	We	spend	3	hours	just	like	that.	No,	I’m	not	playing.	I’m	just	a	coach,	you	know.	I’m	
coaching	my	son.”	Participant	1	wrote	in	his	workbook	that	he	and	his	son	enjoyed	“talking	about	
different	soccer	teams.	I	like	seeing	his	skills	about	soccer.”	Participant	6	excitedly	shared,	“We	love	
soccer.	We	love	it.	I	just	enjoy	watching.	Because	her	father	was	a	big	fan.	So	I	got	used	to	[watching	
soccer],	ja.	We	[she	and	her	husband]	used	to	go	to	Durban.	Used	to	go	to	Durban,	to	Pretoria,	
everywhere.	As	long	as	there’s	stadium,	then	you	know	there’ll	be	me	there.”	For	participant	6,	cheering	
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on	their	favorite	national	soccer	teams	was	not	only	
enjoyable,	it	was	also	a	way	for	her	to	keep	her	
children	connected	to	their	deceased	father	even	in	
his	absence.		
Participants	also	noted	exercise	as	an	
enjoyable	family	activity.	Participant	7	wrote	about	
organized	and	daily	walks	with	her	children	in	her	
workbook.	She	wrote,	“We	challenge	each	other.	We	
talk	and	bond	while	we	are	walking.”	Participant	5	
mentioned	enjoying	weekly	yoga	and	running	
exercises	in	her	workbook.	She	wrote	that	they	do	this	
at	the	park	or	by	their	house.	It	“make	my	mind	work	
quick	and	feel	flexible	every	time.	To	make	muscles	
strong,	enjoy	and	always	be	active.”		
We	enjoy	games.	Participants	also	wrote	and	spoke	about	playing	games.	Several	participants	
mentioned	games	they	played	as	children.	Participant	10	wrote	about	watching,	chasing	and	playing	
with	the	chickens	with	his	granny	and	siblings	in	rural	Limpopo	when	he	was	a	child.		“It	brought	us	
together	and	made	us	laugh	when	chickens	chase	us.”	Participant	7	wrote	about	how	much	she	enjoyed	
helping	her	gogo	(isiZulu	term	for	grandmother)	play	mochina,	a	gambling	game.	She	wrote	in	her	
workbook,	“I	felt	I	could	add	fun	and	value	to	my	gogo	–	she	went	with	me	there	to	daily	and	needed	to	
know	my	dreams	for	the	gambling	game.”	Participant	4	noted	how	much	she	enjoyed	playing	cards	and	
different	games.	“It	taught	me	to	count	and	solve	problems	and	it	was	fun.”	Participant	9	wrote	about	
and	spoke	about	the	game	morababa,	a	traditional	game	he	explained	is	played	with	12	stones.	“In	
December	holidays,	my	mother,	father,	sister,	mostly	my	mother	played	morababa	in	rural	Venda.	But	
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most	of	the	time	it’s	me	and	my	mother	only.”	He	enjoyed	it	“Because	I	can	spend	time	with	my	mother.	
She	was	always	laughing	and	full	of	jokes.”	
	
Participants	also	noted	games	they	enjoy	playing	with	their	own	children.	Participant	1	wrote	
about	“playing	cards	and	other	things	with	my	son	on	the	weekend	at	home.	Because	I	am	staying	
together	with	my	son.	I	like	to	play	to	see	how	his	mind	works.”	Participant	9	wrote	about	their	favorite	
game	–	scrabble.	“We’ve	got	it	in	the	house.	Ja,	we	are	playing	it.	But	that	one	is	nice	because	even	my	
son	can	learn	how	to	spell.	Uh,	something	like	a	verb,	proverb,	just	like	that.	We	practice	4-5	times	on	
week	days.	My	boy	and	my	wife	play	at	home.	Because	I	
want	my	son	to	learn	more	spelling	and	to	learn	English.”	
Participant	10	wrote	in	his	workbook,	“Weekly,	we	are	
competing	and	playing	together.	It	was	me	winning	for	the	
first	time	against	my	son.	But	it	was	good	seeing	him	
happy.”		
Participants,	as	in	this	case,	sometimes	recreated	scenarios	from	their	childhood	to	document	stories	from	the	past.	
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We	enjoy	TV.	TV	was	also	another	common	interest	shared	by	parents	and	their	children.	
Participant	4	wrote	that	when	they	watch	cartoons	together,	“We	get	to	laugh	and	make	jokes	about	
cartoons.”	Participant	6	wrote,	“We	enjoy	the	same	shows	and	get	to	laugh	a	lot.”	Participant	7	specified	
in	the	focus	group	discussion,	“I	enjoy	watching	Popeyes.”	During	a	visit	to	participant	5’s	home,	she	and	
her	daughter	giggled	as	they	talked	about	the	Indian	
“soapies”	they	enjoyed	watching	together.	In	addition	to	
TV,	radio	was	also	something	participants	enjoyed	with	
their	children.	Participant	3	wrote	in	her	workbook,	“The	
light	give	our	house	brightness	for	us	to	see/study,	cook,	
etc.	Radio	we	listen	to	news,	weather,	and	music.”		
Common	interests	were	an	iterative	process.	It	was	evident	through	conversation	and	in	
participant	workbook	answers	that	participants’	participation	in	the	study	prompted	them	to	spend	time	
with	their	child	and	to	look	for	new	ways	to	do	so.	In	spending	more	time	together,	they	found	more	
common	interests.	Participant	4	remarked,	“[Doing	this	photo	project]	helped	me	realize,	like,	um,	me	
and	my	son	we	have	so	many	things	in	common.	Like	even	with	the	pictures	that	we	took.	After	taking	
the	pictures,	some	of	them	we	had	to	fight	for	them	to	use	them.	We	shared	a	lot	and,	ja,	make	me	
realize	that	we	are	not	that	much	different.	It’s	like	we	like	the	
same	things.	We	enjoy	the	same	things.	We	have	fun.”	
Participant	2	shared	her	surprise	in	learning	that	she	and	her	son	
have	a	shared	interest	in	nature.	She	reported,	“What	I	
discovered	is	that	we	actually	find	out	that	some	things	your	
children	do,	it’s	like	you’re	not	aware	of	it.	My	child	discovers	
that	he	loves	nature.	He	is	like	me	in	that	way.	I	love	nature,	but	I	
thought	it	was	just	me	because	most	of	the	time	it’s	the	TV.	We	
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rarely	used	to	go	out	together	like	just	walking	in	the	park	and	appreciating	plants	and	flowers.	And	I	
noticed	that	when	I	did	that,	I	had	to	go	to	Lifestyle	(a	local	garden	center).	We	walked	and	looked	at	
different	kind	of	plants.	And	I	noticed	that	he	liked	doing	it.	Yes,	so	I	now	know	that	he	likes	nature.”		
4.2.2	Exposure	to	new	things.	Another	key	theme	that	emerged	to	describe	enjoyable	time	
together	was	the	exposure	to	new	things.	Each	participant	identified	enjoyable	activities	that	they	either	
do	or	would	like	to	do	to	expose	their	children	to	a	world	larger	than	their	own.	Holidays,	family	outings	
to	places	in	the	community	like	the	mall	or	other	shops,	and	picnics	in	local	parks	were	viewed	as	
opportunities	to	show	their	children	that	life	is	bigger	than	just	the	community	they	are	living	in.	
Participant	5	shared	that	“Ja.	We	learn	something	by	going	to	the	mall	and	seeing	new	things”	even	if	
they	cannot	afford	to	purchase	these	things.	Participant	3	further	explained	that	a	posture	to	learning	
new	things	is	inspiring	for	their	children	by	explaining	that	“[learning	new	things	and	us	parents	showing	
how	to	learn	new	things]	gives	our	kids	the	strength	as	well	to	study	because,	you	know,	some	of	them	
are	so	relaxed	and	when	they	see	we	do	all	these	things	together,	it	gives	them	like	a	light	of	‘Ok,	there’s	
a	lot	of	things	that	I	need	to	study	that	I	need	to	do’.”	Participant	12	wrote	in	her	workbook,	“I	want	
them	to	see	new	things.	It	is	not	good	for	us	to	only	be	at	home	and	for	the	children	to	be	watching	tv.”		
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Exposure	through	travel.	Several	participants	expressed	a	desire	to	enjoy	traveling	with	their	
children	as	a	form	of	exposing	them	to	a	bigger	world.	While	there	are	barriers	(discussed	previously)	to	
participants’	ability	to	do	this,	participants	expressed	these	desires	to	do	this	with	their	child.	Participant	
7	wrote	in	her	workbook,	“I	want	to	travel	to	Cape	Town	or	Durban.	We	never	be	at	the	beach	since	
ever.	Need	the	kids	to	see	nature	out	there	and	that	the	world	is	huge,	meet	different	people,	
experienced	the	lot.”	Participant	2	described	the	desire	to	travel	for	exposure	in	her	workbook.	She	
wrote,	“To	have	a	new	experience	and	to	create	time	to	bond	together.	We	love	to	learn	about	other	
people’s	cultures	and	to	enjoy	ourselves	together.”	
Participant	8	wrote	that	she	would	like	to	travel	to	
Robben	Island	in	Cape	Town	with	her	child	“to	spend	
enjoyable	time	together	and	because	I	am	curious	
about	it.	I	am	curious	what	it’s	like	because	I	am	
always	hearing	about	it.	People	are	even	getting	
married	on	Robben	Island	which	is	an	old	prison.”		
Participant	posture	to	learn	new	things.	Parent	attitudes	in	how	they	approached	this	study	
demonstrated	the	participants’	own	commitment	to	learning	as	they	were	exposed	to	new	practices,	
experiences,	and	information	throughout	the	study.	Participant	2	noted	her	engagement	in	the	study	
challenged	her.	She	noted,	“It’s	just	that	it’s	seeing	life	differently.	And	I’m	challenged	to	do	things	I	
actually	never	thought	I	would	do	[with	my	child]”	as	she	herself	took	the	challenge	to	engage	with	her	
son	in	ways	she	previously	had	not.	For	many	of	the	participants,	this	was	their	first	time	ever	using	a	
camera.	Using	a	camera	was	out	of	participant	1’s	comfort	zone.	He	openly	shared	that	“it’s	the	first	
time	to	do	this	and	this	and	this,	it’s	good.	[The	camera]	was	with	me	all	the	time.	Most	of	with	the	
things	-	I	don’t	do	these	things	where	I	know	only	my	job	with	the	car.	You	see.	Ja.	As	for	now,	I	think	I	
learn	something.”	
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4.2.3	Identity	formation.	It	was	common	for	parents	to	say	that	they	used	(or	would	use)	
shared,	enjoyable	time	together	to	strengthen	their	child’s	identity	through	the	transfer	of	indigenous	
knowledge,	cultural	values,	skills,	and	spiritual	beliefs	and	was	viewed	as	a	way	of	preparing	their	
children	for	their	future.	They	identified	looking	for	opportunities	to	teach	their	children	either	indirectly	
(e.g.,	storytelling)	or	directly	(e.g.	teaching	and	working	together)	and	to	work	together.	
Identity	formation	through	teaching.	In	regards	to	what	this	looked	like	with	their	own	children,	
Participant	3	shared,	“It’s	important	that	you	spend	more	time	with	your	kids	because	there	is	a	lot	of	
things	they	need	to	learn.	And	ja,	you	just	need	to	make	sure	that	like	sometimes	we	just	need	to	make	
sure	we	sit	with	them	and	show	them	this	is	not	worth	it,	you	can	do	something	important	on	the	other	
time.”	Participant	11	explained,	“It	is	also	good	to	sit	down	with	them,	talk	to	them,	so	that,	just	for	
them	to	say	‘no’	outside.	Because	they	cannot	go	pleasing	their	friends.	And	they	must	know.”	
Participant	3	added,	“We	can’t	take	our	cultural	things	away	(referring	to	expectations	of	responsibility	
in	the	home).	But	it’s	preparing	them.	We	are	preparing	them,	you	understand.	It	helps	the	kid	to	
prepare	them.”	Participant	10	stated,	“When	you	playing	games	and	you	teach	them	responsibility	also,	
and	leadership	and	creativity	to	think.”	Participant	5	contributed,	“It’s	important.	Respect,	ja,	to	know	
that	the	older	people	means	greetings	–	ja	it’s	a	good	thing	to	teach	the	kids.	When	he	came	to	school,	
we	tried	to	teach	them.	When	he	came	
to	school	we	said,	‘we	are	your	parents,	
you	must	come	to	greet	us.’”	In	
reflecting	on	teaching	her	children	how	
to	be	content,	participant	7	remarked,	
“I	teach	my	children	to	be	content	with	
what	they	don’t	have.	So	yes,	we	don’t	
have	[money]	and	we	will	never	have	
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that	bag.	I	mean,	my	children	are	teacher’s	kids	who	come	to	school	with	bags	that	have	no	zip,	and	I	
had	to	sit	down	with	them	and	say,	‘Listen,	I	am	not	buying	you	a	new	bag	because	at	the	moment	there	
is	no	money	for	that,’	blah-blah-blah.	But,	you	know,	ways	of	how	to	make	our	children	content	so	that	
when	they	get	there	and	the	pressures	come,	then	they	know,	‘Well,	I	don’t	have	that	but	it’s	okay.	I	
don’t	have	to	get	it.	I	might	also	not	be	getting	it	at	home,’	But	build	them	up	in	such	a	way	that	-		it’s	ok	
still.”	
Participant	12	wrote	in	her	workbook,	“We	eat	veggies,	beans,	maybe	fish.	When	we	eat	
together,	we	can	teach	our	children	how	to	eat	and	what	they	should	be	eating,”	and	later	explained	in	
informal	conversation	that	this	traditional	knowledge	is	threatened	in	the	urban	environment.	
Participant	7	leaned	more	toward	enjoying	takeaways	with	her	children	but	also	felt	the	need	to	teach	
her	children	appropriate	ways	of	eating	within	these	enjoyable	moments.	She	explained,	“Even	at	a	
buffet,	like	take,	fill	your	plate	enough,	go.	When	you	come	back,	fill	it	half.	And	then	you	are	done	–	
don’t	go	back.	And	shame,	our	kids	don’t	get	that.	They	want	to	finish	everything	that’s	on	the	plate.”	
Identity	formation:	indirect	teaching	through	storytelling.	This	shape	of	spending	enjoyable	
time	together	as	a	form	of	identity	formation	was	modeled	by	their	own	parents.	Participant	9	wrote	in	
his	workbook	and	explained	in	the	focus	group	discussion	that	his	favorite	moments	of	sharing	
enjoyable	time	with	his	parents	in	the	rural	areas	of	Venda	centered	around	the	cultural	practice	of	
storytelling	to	transfer	knowledge.	He	described	that	“listening	to	old	stories”	looked	like,	“My	father	
telling	me	story.	My	mother	telling	me	story.	And	my	grandmother.	They	telling	me	about	the	old	life.	
Then	the	generations	there	-	what	they	did,	what	was	wrong,	and	what	was	bad	and	just	like	that.	…	Ja!	
We	learning	from	them!	Because	they	tell	me	you	must	eat	vegetables	more	than	meat,	you	see.	You	
see	you	can	eat	raw.”	Participant	9	said	he	enjoyed	it	“Because	I	want	to	know	more	about	old	things	
and	I	was	learning	from	them	about	the	old	life.”	
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Participant	4	wrote	about	the	daily	practice	of	storytelling	when	she	was	a	child	in	the	rural	
areas.	In	her	workbook,	she	wrote	“We	would	share	stories.	Every	day	for	2	hours.	My	whole	family	at	
home.	It	was	entertaining	cause	we	didn’t	have	TV	or	cellphones”	which	she	represented	with	a	photo	
of	a	candle	as	these	stories	were	often	told	when	it	got	dark.	Participant	10	wrote	about	his	similar	
experience	in	the	rural	areas	with	his	dad	and	siblings	in	his	workbook.	He	wrote,	“Every	day.	It	was	nice	
spending	time	with	my	dad	telling	me	stories	and	building	me	up	as	we	were	shepherding	the	cows	and	
sheep.”		
One	of	the	values	participants	saw	in	participating	in	this	study	was	the	opportunity	to	
document	their	family	stories	to	communicate	identity	and	accomplishments	with	the	evidence	of	a	
photograph.	Documenting	their	stories	was	a	shift	from	
relying	purely	on	oral	tradition	to	cementing	their	
identity	in	writing	and	visuals.	Participant	1	proudly	
shared	that	he	now	had	“document	that	I	done	the	job.	
People	that	want	to	see	the	job	what	I	have	done	can’t	
say	I	don’t	do	this	job	because	there	was	a	photo.”		
Identity	formation	through	working	together.	Working	together	and	working	to	please	the	
parent	were	interwoven	as	enjoyable	activities.	Participant	12	explained,	“The	process	of	cassava	was	to	
collect	it	and	carry	it	on	my	head.	I	would	take	3	bags	of	skin	out	of	the	cassava	and	put	the	skin	in	fresh	
water.	I	would	have	to	fetch	water	4	times	to	soak	the	skins.	It	takes	4	days	to	sit	in	water,	and	then	we	
dry	it	in	the	sun.	Once	it	is	dry,	we	would	pound	and	sift	it.	I	didn’t	go	to	school.	Collecting,	carrying,	and	
preparing	the	cassava	taught	me	things	that	I	can	do	with	my	life.	It	showed	me	my	brain	is	working	
because	my	mom	taught	me.	My	mother	was	so	happy	when	I	would	fetch	firewood	early	in	the	
morning.	When	she	was	happy	with	me,	it	showed	she	was	proud	of	me	and	I	enjoyed	to	do	this	
because	of	that.”		
	
	
70	
Working	together	with	their	own	children	took	many	shapes	and	forms.	While	gardening	was	a	
common	interest,	gardening	extended	into	identity	formation	as	teaching	children	the	value	of	growing	
your	own	food	was	a	form	of	passing	on	indigenous	knowledge.	Participant	5	wrote	in	her	workbook,	
“Watering	my	garden	and	taking	off	weeds	every	day	with	my	family.	It	get	rid	of	lazy	and	make	me	feel	
good	every	day	and	enjoyable.”	In	the	discussion	group	she	added,	“I	also	enjoy	the	gardening	together.	
If	we	don’t	do	gardening	in	the	morning,	afternoon	we	do	it.	Ja.	It	is	important	to	me.	I	love	it.”	
Participant	8	also	enjoys	working	in	the	garden	with	child.	She	wrote	in	her	workbook,	“Taking	care	of	
our	vegetables	every	day	in	our	backyard.	I	like	eating	natural	food	that	is	organic	with	no	fertilizer.	The	
food	in	the	shops	is	not	always	healthy	and	I	like	my	child	to	eat	the	food	we	grow.”		
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Additionally,	participant	8	wrote	in	her	
workbook	about	working	together	baking	for	her	
food	truck	business	an	enjoyable,	shared	activity.	
“Baking	scones	-	every	day.	She	helps	me	with	
baking	and	peeling	for	the	cooking.	During	the	
school	holidays,	she	helps	me	to	sell.	I	appreciate	
her	help.”	Participant	1	took	photos	and	wrote	
about	how	much	he	and	his	son	enjoy	panel	
beating.	He	wrote	they	enjoy	“panel	beating	–	
flatting	the	paint	before	painting	another	one	on	
cars.	Because	they	give	me	a	money	and	make	my	
son	happy.”	Similar	to	her	own	childhood,	
participant	12	also	blended	her	child	helping,	
whether	together	or	alone,	as	a	shared,	enjoyable	activity.	She	wrote	in	her	workbook,	“Helping	me	with	
the	baby:	She	is	very	helpful.	She	knows	how	to	do	things.	Weekends	-	Outside	washing	with	our	hands:	
She	is	helping	me	by	washing	for	herself	and	her	sister.	Cooking:	I	taught	her	how	to	cook	papa.	She	
knows	how	to	do	it.	Even	now	when	I	am	away,	the	father	is	eating	papa	from	her.”		
Many	skills	and	much	indigenous	knowledge	were	passed	on	by	working	together.	Participant	2	
wrote	in	her	notebook	that	she	and	her	mom	together	“made	bedding	for	ourselves	and	to	sell	at	home	
in	Zimbabwe.	I	spent	time	with	my	mother	and	I	loved	the	beauty	of	the	finished	
product.”	Participant	2	wrote,	“I	learnt	new	skills	and	it	was	fun”	as	she	took	
photos	of	doilies	and	reflected	on	learning	how	to	crochet	from	her	mother.	
Participant	6	noted	in	her	workbook	that	this	looked	like	“ploughing,	planting	and	
picking	pumpkins	and	mielies	(corn);	going	to	the	bush	to	get	wood	and	enjoying	
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a	fire;	going	to	fetch	the	cows	and	milk	them;	and	applying	dung	on	our	house.”	In	the	focus	group	
discussion,	she	explained,	“We	were	going	to	the	bushes	to	fetch	the	firewood	and	then	my	father	will	
make	the	fire	outside.	We	cook	beans	and	my	father,	we	had	those	three-leg	potjie	pot	(a	three	legged,	
cast	iron	pot).	My	father	would	pour	a	lot	of	water	in	the	pot	and	the	beans	would	be	there	for	almost	
three	to	four	hours	and	stuff.”	Regarding	cleaning	and	decorating	the	houses	with	dung,	she	explained,	
“You	take	the	dung.	Ok.	You	pour	it	–	like	in	the	floor.	And	then	you	take	–	you	mix	the	dung	with	water	
–	pure	water.	Then	you	start	preparing,	like,	as	if	you	cleaning	the	house	but	not	with	a	mop.	Now	you	
waving	with	hands,	ja,	you	waving	the	dung	with	hands.	It	was	dung	and	then	you	decorate,	you	do	
shapes.	We	did	it	outside.	So,	cause	the	yard	is	big.	There’s	like	four	houses	like	this,	which	is	a	yard.	
Then	we	take	the	dung	and	mix	it	with	that	–	with	the	soil.	But	then	with	that	soil	you	don’t	even	smell	
the	dung.	It	smells	nice	that	day.	And	then	the	house	looks	nice.	It’s	like	paint	–	you	wait	for	it	to	dry.”	
Identity	formation	through	activities	that	reinforce	spirituality.	The	majority	of	participants	
noted	the	importance	of	sharing	their	spiritual	beliefs	as	an	enjoyable	activity.	Participant	10	remarked,	
“I	think	another	thing	that	was	similar	to	everyone	is	going	to	church.	Fellowshipping	together”	while	
the	majority	of	the	participants	indicated	agreement	with	nods	and	verbal	affirmation.	Participant	11	
wrote	and	spoke	about	the	enjoyable	activity	of	having	devotions	with	her	family	as	a	child.	In	the	focus	
group	discussion,	she	explained,	“My	father	was	a	priest.	The	church	was	in	the	house.	So	we	didn’t	
have	choice.	When	it’s	2	o’clock	everything	must	be	stopped,	and	then	7	o’clock	in	the	evening,	every	
night,	we	had	to	be	doing	devotion.”	In	her	workbook	she	wrote,	“Every	day.	My	whole	family.	At	home	
in	the	rural	areas.	I	enjoyed	it	because	it	kept	me	grounded	and	reminded	me	that	God	is	everything	in	
my	life.”	Participant	7	added	in	her	workbook,	“Church	services	on	Sundays	and	women’s	camps	at	
special	times	of	the	year	with	my	grandmother	with	the	Assemblies	of	God	in	Soweto.	I	loved	knowing	
that	both	of	us,	as	young	as	I	was	and	as	old	as	she	was,	were	both	children	of	God.	I	enjoyed	their	way	
of	worship	and	praying.	It	felt	good.”		
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In	holding	on	to	the	good	memories	of	
spiritual	formation	as	children,	participants	
wanted	to	do	the	same	with	their	children.	
Participant	3	stated,	“We	come	to	church	like	
every	Sunday.”	Participant	5	said,	“They	likes	
too	much	church.”	Participant	12	wrote	in	her	
workbook,	“Going	to	church	weekly.	My	children	and	sometimes	my	husband.	Not	far	from	our	home.	
We	listen	to	what	God	wants	us	to	do.	The	church	helps	me	to	teach	the	children	what	God	wants	them	
to	do.”	Participant	9	explained,	“You	know	I	want	to	–	what	I	want	to	say	is	I	want	to	be	a	strong	father	
to	my	children,	ney,	and	to	show	them	the	right	way.	And	then	I	want	them	to	grow	under	their	
relationship	with	God.”	Participant	2	explained	that	she	uses	their	shared	love	for	nature	to	transfer	
spiritual	beliefs:	“I	grow	spiritually	most	of	the	time	I’m	looking	at	nature.	So,	I’ve	seen	that	it’s	an	
opportunity	for	us	to	grow	spiritually,	if	we	are	going	to	look	at	flowers,	look	at	clouds,	we	appreciate	
God	through	it.	Yes.	That	we	will	continue	doing.	If	we	see	something	we	like,	a	wonderful	flower	that	
I’ve	never	seen	I’m	like,	‘Wow!	How	did	God	create	this?	It’s	amazing!’	Or	I	see	the	greatness	of	God	just	
looking	at	nature.	So,	I’ve	seen	that	I	create	an	opportunity	like	that	for	him	to	know	how	great	God	is	by	
looking	at	things	God	made.”		
Identity	formation	was	an	iterative	process.	Opportunities	to	reflect	on	enjoyable	activities	in	
their	childhood	and	with	their	own	children	led	to	a	clearer	idea	of	information,	skills,	and	values	they	
wanted	to	pass	on	to	their	children.	It	extended	beyond	transferring	cultural	knowledge	and	became	a	
time	for	participants	to	meaningfully	endow	their	child(ren)	with	a	part	of	themselves	as	they	articulated	
their	own	answers,	shared	with	other	participants,	and	sought	out	enjoyable	activities	together.	
Participant	11	took	a	photo	of	traditional	items	she	used	as	a	child	and	wrote	in	her	workbook,	“It	
reminded	me	about	my	culture	and	how	rich	my	culture	is.”	In	informal	conversation,	she	expressed	“I	
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used	to	think	that	what	we	did	was	only	a	result	of	poverty.	Now	
I	am	seeing	that	those	things,”	referring	to	cultural	practices	
such	as	storying	telling	and	working	together,	“were	the	ones	
that	gave	us	strength	as	children.”	While	participant	6	always	
had	the	intention	of	teaching	her	child	priorities,	through	this	
reflective	process,	she	highlighted	in	her	workbook	that	she	
wanted	to	spend	enjoyable	time	together	“teaching	my	daughter	priorities.	To	make	sure	she	is	
respectful	and	to	pass	on	our	values.”	
4.2.4	Communication.	Each	of	the	participants	identified	talking	with	their	child	as	an	enjoyable	
activity.	Other	enjoyable	activities	often	involved	or	led	to	opportunities	to	talk	with	their	children.	
Several	participants	mentioned	the	notable	conversations	they	had	with	their	children	while	driving	in	
the	car,	in	doing	chores	together,	walking	together	and	just	being	together.	Participant	7	shared,	“We	
talk	quite	a	bit	so	I	usually	ask	everyday	what	is	the	best	part	of	your	day.	Errm,	and	if	the	day	didn’t	go	
so	well,	they	quick	to	say	what	was	the	worst	part	of	their	day.	So,	I	think	that	one	is	good	and	should	
continue	and	it’s	the	one	I	shove	to	the	corner	when	I	don’t	make	time.	Cause	it	takes	time	to	say	‘So,	
[talking	slowly]	what	was	the	best	part	of	your	day?’	And	then	they	still	thinking.”	She	wrote	in	her	
workbook	that	when	they	run	and	walk	together	in	their	neighborhood,	“we	talk	and	bond	while	we	are	
walking.	We	like	to	be	healthy	together	and	talk	and	talk	about	everything	–	at	end,	we	look	at	what	we	
can	be	grateful	for,	or	looking	at	the	bright	side	of	
things.”	Participant	7	also	noted	how	she	uses	the	TV	as	
a	prompt	for	conversation.	She	added	in	her	workbook	
“We	watch	TV	together	every	week.	We	laugh	–	but	at	
the	end	discuss	what	we	learnt.	I	get	to	know	them	
better.”		
	
	
75	
Participant	10	wrote	about	driving	together	in	the	car	in	his	workbook.	“It	was	good	to	see	him	
feeling	safe	around	me	and	teasing	after	he	wakes	up.	It	was	good	to	talk	to	him	man-to-man	and	hear	
how	he	is,	what	he	is	going	through	at	school	and	in	soccer	and	around	the	whole	family.”	Participant	2	
added	in	her	workbook,	“Riding	in	the	car	to	places	together	with	my	son.	Every	day	to	school/work	and	
on	the	weekends	to	church.	We	talk	about	different	things	and	we	have	fun	together.”		
	
4.2.5	Seeing	the	child;	seeing	oneself.	The	study	itself	was	an	iterative	process.	As	participants	
became	intentional	about	doing	things	with	their	children	that	were	enjoyable,	it	caused	them	to	reflect	
on	why	they	are	doing	things,	what	exactly	they	did	and	what	they	want	to	do.	As	parents	spent	
intentional	time	with	their	children,	it	resulted	in	learning	about	self	and	the	child.	It	caused	participants	
to	see	their	child	and	also	allowed	them	to	see	themselves	differently.		
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Seeing	the	child.	Participant	explained	that	enjoyable	activities	helped	them	to	see	their	child	in	
ways	that	they	didn’t	normally	see	them.	It	wasn’t	simply	an	enjoyable	activity	in	and	of	itself.	The	
activities	opened	avenues	for	meaningful	introspection	and	connection.	Seeing	the	child	involved	
noticing	bids	for	attention;	considering	the	child’s	interest,	perspective,	or	skills;	and	affirming	the	child	
through	validation,	appreciation	and	expressed	love.	Using	enjoyable	activities	in	this	way,	parents	were	
able	to	notice	important	qualities	and	aspects	about	their	child(ren),	attune	in	a	harmonizing	way	with	
their	child(ren),	and	create	a	sense	of	belonging	and	worth	within	the	family.	Participants	agreed	that	
the	more	they	took	an	effort	to	see	the	
child,	the	deeper	they	were	able	to	see	
into	and	attune	to	their	child.	Doing	this	
study	together	helped	them	to	bond	
and,	as	participant	5	remarked,	invited	
“more	time	with	my	children.	Ja.	It	bring	
them	next	to	me.”	It	also	helped	parents	
to	notice	more	about	their	child.	
Creating	an	environment	of	belonging	and	worth.	When	participants	were	asked	why	they	
thought	it	was	important	to	spend	time	together,	group	discussion	agreed,	“it	helps	parents	to	know	
their	child	better,	helps	to	see	their	weaknesses	and	strong	points,	and	creates	space	to	assure	them	of	
our	love.”	Participant	7	wrote	about	her	own	childhood	in	her	workbook	saying,	I	enjoyed	“reading	the	
Bible	to	my	grandmother	at	her	house	in	Soweto.	She	couldn’t	read	so	it	was	great	knowing	she	
depended	on	me	for	it.”	Now,	participant	7	wrote	that	she	sees	her	child	by	“hugging	my	children	every	
day.	It’s	nice	and	warm	–	bonding.”	Participant	10	wrote	about	helping	with	homework	and	a	time	
where	the	family	celebrated	the	child’s	academic	achievement.	“It	was	a	great	achievement	after	a	
quality	time	we	spend	in	studying	together,	seeing	this	was	good.”	Participant	2	noted,	“I’m	a	teacher,	
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but	I	don’t	know	exactly	what	happens	in	every	class.	I’m	not	there	every	minute.	So	I	need	to	know	
what	is	happening	-	friends	he	associates	with.	So	that	is	the	time	I	create.	I	have	to	be	very	intentional	
to	create	that	space	for	him	and	me	so	that	I	know	exactly	what	is	happening	in	his	life.”		
Participant	6	stated	the	importance	of	seeing	the	child	by	creating	belonging	with	the	ways	she	
uses	food	in	the	home.	“So,	you	know	that	you	have	something	to	draw	attention	to	home	and	stuff.”	In	
having	fast	food	routines	on	the	weekend,	she	explained,	“Sometimes	you	know,	my	kids	don’t	even	
wanna	go	out	like,	or,	on	Sundays	we	say.	‘No,	let’s	go	out.’	But	they	don’t	because	ja,	I	think	they,	like,	
satisfied	and	it	keeps	them	home	more	than	outside.”	Participant	7	added,	“And	it’s	nice	they	won’t	feel	
the	need	to	go	out	with	boys	and	whatever,	they	get	[love]	at	home.”		
Creating	opportunities	for	connection.	Participant	2	explained	that	sharing	enjoyable	activities	
can	create	new	opportunities	for	communication	and	for	bonding,	thus	strengthening	attunement.	She	
remarked,	“I	think	in	spending	time	together	also	we	can	create	opportunities	like	that	by	walking.	I	now	
love	walking	especially	because	we	walk	together.	When	we	walk	together,	it’s	someone	whose	
talkative.	So,	if	he’s	got	problems	or	anything	that’s	an	opportunity	for	me	to	know	things	that	are	
happening	in	his	life.	Yes,	I	actually	felt	like	we	were	bonding.	I	have	to	be	very	intentional	to	create	that	
space	for	him	and	me	so	that	I	know	exactly	what	is	happening	in	his	life.”	Participant	10	affirmed	this	
thinking	of	increased	opportunity	for	communication	and	attunement	by	sharing	that	“enjoyable	times,	
enjoyable	activities	helps	us	now	to	be	able	to	engage	with	them,	because	now	we	love	each	they	see.	
And	they	can	talk	now	and	you	open	up	that	dialogue	to	say	‘let’s	talk’.”	
Noticing	bids	for	attention.	Bids	for	attention	ranged	from	requests	to	play	or	create	together	to	
verbal	charges	from	the	child	to	notice	them.	Regarding	bids	for	attention,	participant	6	remarked	that	
“she,	she	always	tells	me	[that	I’m	too	busy].	And	that	I	know	she	has	no	fear,	ja	[of	speaking].	She	will	
tell	me	straight	away	–	‘you	don’t	have	enough	time	for	me.’	...	She	will	come	and	you	can	see	that	she	
needs	my	attention.	It’s	not	like	there	is	no	one	at	home,	but,	because	she	needs	my	attention,	she	
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follows	me.	You	can	sense	everything	about	your	child.	Even	if	how	quiet	is	she	–	you	can	sense	
everything.	So,	you	can	see	the	look	in	her	eyes	that	this	look	is	not	the	normal	one.	So,	ja,	she	needs.”	
Participant	2	shared,	“I	think	my	experience	was	quite	different	from	how	I	normally	live	my	life	because	
for	me,	it	was	a	challenge.	Sometimes	I	just	live	and	to	think	it’s	ok,	but	when	I	had	to	do	this	with	my	
child	I	actually	felt	like	I	was	getting	much	closer	through	the	experience.”	Participant	6	expressed,	“And	
sometimes	we	don’t	even	notice	that	she	needs	you.	You,	ja	–	you	don’t	really	know	she	needs	you.	But	
then	you	will	notice	when	we	are	doing	these	project	that	ooh,	she	needs	me,	but	I	didn’t	realize.”	
Noticing	the	child’s	skills,	preferences	and	knowledge.	Participant	2	and	3	explained	they	realized	
how	much	their	children	care.	Participant	2	shared,	“Let’s	say	I	want	to	sleep.	That	certain	moments,	like	
this	weekend,	I	just	don’t	want	to	wake	up.	I	wake	up,	I	clean,	then	I	go	back,	I’m	in	the	bedroom	and	I’m	
sleeping	and	he	–	if	he’s	sitting	in	the	sitting	room,	he	will	come	and	check.	‘Are	you	still	sleeping?’	And	
I’m	like	‘Yes,	I’m	still	sleeping.’	Then	he	goes	out.	He	plays	probably	an	hour.	Then	he	comes	back.	If	he	
doesn’t	find	me	awake	then	he’s	going	to	come	[asking],	‘Are	you	still	sleeping?	Are	you	ok?’.	And	you	
can	see	that	he’s	trouble	by	that.	So,	I	think	that	they	are	caring.	They	do	care.”	Participant	3	agreed,	
“That	is	one	thing	I	noticed	about	kids,	yes,	they	care	a	lot.”		
Participant	7	explained	that	as	she	noticed	
more	about	her	children,	the	more	she	learned	
about	their	preferences	and	what	makes	them	tick.	
She	shared,	“I	enjoyed	finding	out	what	they	think	
would	be	nice	–	things	I	never	imagined	before.	I	
discovered	she	likes	notes.	She	wants	me	to	write	
letters	to	her.	I	did	not	know	that.	My	child	took	a	photo	of	a	letter	and	said,	‘You	know	Mommy,	I	
would	be	happy	–	this	is	something	I	wish	you	would	do	for	me.	Write	me	letters.	Love	letters.’	So	that	
means	I	must	start	saying,	‘You	are	cute,	have	a	good	day’	or	something	like	that.	I	didn’t	know	she	likes	
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love	letters.	So,	discovering	what	they	like	was	different	and	knowing	what	to	work	on	because	I	
thought	I’m	doing	a	lot	and	I’m	doing	enough.”	Participant	3	noticed	new	skills	about	her	child.	She	
shared,	“I	noticed	that	she	got	hands	skills.	Ja,	she	like	knitting	a	lot.	Ja.	That	what	she	does	all	of	the	
time.	She	does	the	handbag,	she	knit.	Ja.	She	knit	the	hat.	She	always	knitting.	She’s	busy.	Even	the	hair,	
she	can	do.”	Participant	4	shared,	“I	realized	that	my	son	he	likes	to	
explore	things	and	like	every	day	or	maybe	every	time	he	likes	to	
gather	more	information.	Participant	1	explained	how	this	helped	
him	to	see	his	child	by	sharing,	“I	can	say	after	these	things	that	we	
have	done	[referring	to	taking	photos	and	writing	about	them],	we	
were	to	see	my	son.	He	know	something	about	the	camera	and	he	
help	me.	It	was	[with]	me	all	the	time.	Most	of	with	the	things,	I	
don’t	do	these	things	where	I	know	only	my	job	with	the	car.”		
The	process	for	Participant	10	helped	him	experience	his	child	in	a	new	way	and	his	son	receive	
his	father’s	love	in	a	new	way.	He	shared,	“For	me	it	has	brought	a	different	smile	for	my	son.	He’s	one	
of	those	boys	that	–	I	have	three	kids,	one	girl,	one	boy	–	very	good,	no	need	to	beat	(as	in	give	him	a	
hiding/spanking).	This	second	one	(the	son	he	did	the	project	with)	-	he’ll	give	you	all	the	reason	to	beat	
him	like	‘lebanta’	[vernacular	for	the	belt].	Pop!	And	you	end	up	feeling	like	he’s	the	only	who	feel	like	
you	hate	him.	But	we	ended	up	sitting	down	with	his	brothers	and	said	‘guys	now	tell	me,	what	do	you	
do	to	a	child	like	this?’	It	brought	that	to	say,	‘Daddy	doesn’t	hate	me.’	I	said	‘Wow!’.”	
Seeing	oneself.	Initially,	parents	had	a	difficult	time	remembering	and	articulating	enjoyable	
experiences	due	to	various	reasons	such	as	the	dichotomy	between	rural	and	urban	experiences	and	the	
beginning	assumption	that	enjoyable	activities	equated	experiences	that	cost	money.	Listening	to	other	
participants’	stories	became	a	pathway	for	clarity	to	their	own	stories	that	participants	were	not	able	to	
access	on	their	own	and	reduced	feelings	of	loneliness.	These	were	opportunities	for	participants	to	also	
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see	themselves	differently.	As	participants	connected	with	each	other,	they	felt	less	lonely.	Participant	7	
noted	that	in	sharing	family	stories,	“we	also	enjoyed	seeing	the	similarities	–	how	similar	the	families	
were.	We	had	similar	things	we	are	struggling	with.	Similar	things	that	are	stopping	us	from	doing	what	
we	want,	but	we	are	enjoying	the	same	things	and	we	want	to	do	more	or	less	the	same	things.	So,	it	
was	nice	to	see	that	actually,	you	are	not	alone.”	Toward	the	end	of	our	time	together,	the	strength	and	
protective	factor	of	the	oral	storytelling	culture	in	South	Africa	was	made	evident	as	participant	3	
proclaimed,	“Actually,	you	see,	it`s	enjoyable	[to	share	our	stories	in	this	way].	As	I	said	the	last	time,	the	
time	was	too	short.	Actually,	there	was	more	for	us	to	learn	from	others	about	what	they	do.	Actually,	
it’s	really	valuable	and	helpful.”		
Remembering	the	old	days.	As	previously	mentioned	in	the	iterative	process	for	identity	
formation,	participant	11	noted	that	she	able	to	view	her	childhood	more	broadly,	defining	her	
childhood	rhythms	and	practices	as	strengths	rather	than	deducing	them	to	poverty.	She	spoke	with	
confidence	as	shared	that	reflection	with	the	researcher.	Participant	4	explained	“Okay	to	me	it	was	
interesting	because	I’ve	learnt	a	lot	and	then	it	was	just	a	reminder	that	back	in	the	days	when	we	were	
staying	with	our	grannies	and	all	that,	we	didn’t	have	enough	money	to	go	places	–	to	the	movies,	to	eat	
out.	But	then,	as	we	were	doing	this	I	was	reminded	that	I	really	had	a	good	time.	We	had	so	many	
things	that	we	did	that	was	so	interesting	and	I	loved	it	and	I’m	missing	it.	So	even	now,	it	has	proven	to	
me	that	money	is	not	everything.	Even	if	I	don’t	have	money,	we	can	still	have	a	good	time.	Just	having	
time,	spending	time	together	was	interesting.”	Participants	found	it	exciting	to	“remember	the	old	
things,”	as	participant	5	described.	As	they	reconnected	to	memories	of	their	own	childhood	during	the	
poster	activity	in	focus	group	2,	laughter	filled	the	room	and	the	volume	and	speed	of	conversation	
increased	demonstrating	great	enjoyment.		
4.2.6	Compromise.	The	final	theme	generated	in	shared	enjoyable	activities	extended	from	
seeing	the	child.	In	recognizing	a	bid	for	attention,	for	example,	a	request	to	be	with	the	parent	rather	
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than	just	to	play	a	game,	participants	expressed	the	need	to	compromise	when	participating	in	
enjoyable	activities	with	their	child(ren).	This	compromise	involved	choosing	an	activity	that	is	
accommodating	for	all	parties	and	to	allow	the	child’s	preferences	to	influence	shared	enjoyable	
activities.	Participants	expressed	ways	they	already	compromise	and	ways	they	want	to	engage	in	
compromise	going	forward.		
Sharing	control	and	ownership.	Compromise	on	the	parent’s	part	often	led	toward	sharing	
control	and	ownership	of	the	enjoyable	time	spent	together,	thus	promoting	active	engagement	from	
the	family	as	a	whole.	Participant	5	took	a	photo	on	a	shopping	trip	with	her	daughter	and	wrote	in	her	
workbook,	“Shopping	with	my	two	children	at	the	mall.	Just	to	spend	time	with	my	children	and	I	know	
they	enjoy	this.”	She	also	noted	the	practice	of	learning	from	her	child.	Smiling	broadly,	she	shared,	“She	
try	to	teach	me	what	they	learn	at	school.	
Teaching	me	many	things.	She	said	‘Do	this	
Mommy,	do	this.’	So	that	she	enjoy	to	be	with	
me.	I	enjoy	that.”	Participant	7	wrote	in	her	
workbook,	“I	enjoy	playing	games	that	
interest	my	kids.	I	would	participate	in	what	
interests	them,	I	could	gain	needed	trust.”	
Participant	10	wrote	in	his	workbook,	“Playing	with	my	family.	It’s	fun	seeing	my	kids	having	fun	in	their	
field	of	fun.”	Regarding	going	to	parks	with	her	children,	participant	12	wrote	in	her	workbook,	“It	
makes	me	happy	to	see	my	children	playing	and	doing	things.	When	they	are	happy,	it	makes	my	heart	
happy.”	Participant	6	explained	to	the	rest	of	the	group	that	she	uses	compromise	in	their	weekly	Friday	
takeaways	routine	by	giving	each	child	a	turn	to	choose	where	they	will	buy	the	food	each	Friday:	“And	
so,	it’s	the	turns,	like,	ok,	today	it’s	someone’s	turn	like,	uh,	like	yesterday	it	was	–	it	was	my	second	
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born.	It	was	pizza.	So,	next	Friday	it’s	my	youngest	daughter,	the	other	one	is	my	firstborn	like	–	It	is.	It	is	
very	good!”	
Participant	7	shared	about	a	
compromise	she	made	during	the	study	
sharing	the	decision	to	use	the	TV	for	music,	
something	they	all	love,	instead	of	for	TV	
shows,	which	distracted	the	family	from	each	
other.	She	explained,	“I	can	choose	not	to	
have	the	TV.	So,	we	started	putting	it	on	
music	which	helps	cause	we	all	love	music.	We	put	it	on	a	music	channel.	That	way,	music,	it	doesn’t	
need	you	to	watch.	So,	as	the	music	is	playing,	maybe	we	are	singing,	we	are	talking,	we	are	catching	up.	
I’m	helping	with	the	homework	sometimes.”	In	going	forward,	participant	7	expressed	her	desire	to	be	
led	by	her	child’s	interest.	She	declared,	“I	decided	I’m	going	to	learn	–	I	told	my	husband	I’m	going	to	
buy	those	things	and	the	wool	and	the	crochet.	She	will	teach	me	and	then	from	there	we	will	do	it	
together.	We	will	see	–	but	I’m	going	to	support	that.	And	I’m	going	to	learn	sewing	because	she	is	a	girl-
girl	girl	and	I’m	a	tom-boy	girl.	So,	I	don’t	know	these	girl	things,	eish.	Same	as	nail	painting.”		
Engaging	the	child’s	world.	Participants	agreed	that	it	was	good	to	engage	the	world	of	their	
children	rather	than	requiring	the	child	to	always	meet	the	adult’s	world.	Participant	10	shared	that	“we	
also	need	to	engage	into	their	world	in	order	to	win	them,	and	also,	they	already	know	our	world	which	
is	‘Do	that!	If	you	don’t,	I’m	not	going	to	buy	you	things.	You’re	not	going	to	do	this.’	So	there	is	always	a	
command	and	fear.”	Participant	3	urged	“from	my	own	perspective	as	a	parent	–	looking	at	the	world	
nowadays,	it	is	much	better	to	get	involved	in	fun	activities	of	which	you	have	your	family	with	you	
unlike	just	letting	them	be	with	your	world.”		
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In	talking	about	the	difficulty	many	parents	experienced	in	engaging	with	their	children,	
participant	2	reflected,	“I	think	I	need	to	nurture	it	because	it’s	something	he’s	interested	in.	So,	I	can’t	
just	kill	that	[my	child’s]	dream	[of	cooking	that	is	different	to	my	own].	As	a	parent,	I	have	to	work	on	it.	
So,	I’m	now	on	my	toes.	I	have	to	nurture	it.	We	have	to	continue.”	As	if	completing	each	other’s	
sentences,	participant	3	and	4	inter-wovenly	shared,	“They	speak	too	much	but	sometime	you	need	to,	
ya,	we	need	to	give	them	a	chance	too.”	
As	participants	expressed	agreement,	participant	10	continued	to	urge	compromise	and	active	
participation	by	saying,	“We	as	parents,	we’re	taking	more	responsibilities	on	us.	You’ll	think	it’s	us	who	
is	supposed	to	do	everything,	initiate	everything.	But	if	we	throw	it	back	to	them,	they	will	show	us	their	
creativity.	They	go	to	school,	these	kids.	They	play	different	games.	They	learn	different	things	and	you’ll	
be	surprised	that	they	come	with	a	game.	Let’s	start	by	each	kid	coming	up	with	a	game	that	we	should	
play	every	day	or,	you	understand.	Or	today	or	this	week,	you,	you	are	responsible	for	coming	up	with	
games.	Next	week,	it’s	me.	You	make	it	fun	together.	To	keep	the	family	pumping,	to	achieve	the	goal,	
you	know.	It	brings	us	together	even	more.	That’s	when	they	say	it	makes	them	feel	loved,	and	know	
what	is	love	because	now	you	are	be	together.”	
CHAPTER	5:	CONCLUSIONS	
5.1	Discussion	
The	participants	in	this	study	confirm	that	vulnerable	South	African	families	face	incredible	daily	
challenges	which	affect	their	parenting	(Mkhwanazi	et	al.,	2018;	Ward	et	al.,	2015).	“The	poverty	trap,”	
as	described	by	participant	8,	and	“the	stone	within	us”	of	harsh	discipline	that	participant	10	articulated	
correlates	with	research	from	Ward	et	al.	(2015)	that	draws	attention	to	the	ways	poverty	increases	
emotionally	distant,	harsh	and	inconsistent	parenting.	And	yet,	in	the	face	of	toxic	stress	stemming	from	
historical	trauma	and	structural	violence,	families	demonstrated	incredible	resilience	and	strength	in	
how	they	still	found	ways	to	share	enjoyable	time	together	and	future	ambitions	for	what	they	would	
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like	to	do	(Danzer	et	al.,	2016;	Harvard	University,	2020).	The	strengths	approach	cultivated	an	
opportunity	to	allow	participant	strengths	to	shine	(Cheon,	2008;	Harper	Browne,	2014)	while	
promoting	change	efforts	that	stemmed	directly	from	the	participants	(Dakin	et	al.,	2015).	
The	showcased	findings	reveal	a	consistency	with	other	research	that	details	protective	and	risk	
factors	for	families.	Family	strengths	as	described	by	DeFrain	and	Asay	(2007)	included:	appreciation	and	
affection,	positive	communication,	commitment,	spiritual	well-being,	managing	stress	and	crisis	
effectively,	and,	this	study’s	focus,	enjoyable	time	together.	Within	the	participant	stories,	it	was	clear	
that	excessive	and	on-going	stress	and	crisis	weakened	the	family.	Within	the	enjoyable	activities	
participants	described,	there	were	interconnected	threads	of	other	strengths	as	described	by	the	
DeFrain	and	Asay	study.	Within	participant	stories	describing	enjoyable	activities,	there	was	particular	
evidence	of	showing	appreciation	and	affection,	engaging	in	positive	communication,	and	nurturing	
spiritual	well-being.		
While	spending	time	together	was	viewed	as	a	protective	factor	itself,	participant	stories	of	
enjoyable	time	with	their	children	exhibited	interwoven	strengths	such	as	communication,	
togetherness,	affection,	support,	acceptance,	commitment	and	resilience,	according	to	the	Australian	
Family	Strengths	Template	(Robinson	&	Parker,	2008).	Family	protective	factors,	such	as	listening	and	
talking	to	children	and	providing	positive	and	safe	experiences	for	exploration,	were	also	evident	within	
participant	stories	(Christle	et	al.,	2001).	Furthermore,	strengths	from	ubuntu,	resilience,	social	capital,	
and	indigenous	knowledge	systems,	as	described	by	Nkosi	and	Daniels	(2013),	were	apparent	in	the	
enjoyable	activities	participants	described.	Also	consistent	with	the	research	were	the	challenges	that	
kept	participants	from	enjoyable	activities,	namely	poverty,	unemployment,	education,	and	
powerlessness	(Nkosi	&	Daniels,	2013).	
5.1.1	Legacies	of	the	past.	Farmer	states,	“Those	who	look	only	to	powerful	present-day	actors	
to	explain	misery	will	fail	to	see	how	inequality	is	structured	and	legitimated	over	time”	(2004,	p	309).	
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Blaming	individual	actors	for	the	breakdown	of	South	African	families	is	to	overlook	the	significance	of	
how	colonization,	oppressive	histories	and	lingering	structural	violence	shapes	people	and	their	
understanding	of	self	(Alfred,	2015;	de	Vos,	2014;	Farmer,	2004;	Mkhwanazi	et	al.,	2018;	Nkosi	&	
Daniels,	2007;	Ramphele,	2019;	Weber	2018).	The	challenges	Nkosi	and	Daniels	(2013)	describe	for	rural	
communities,	including	poverty,	disempowerment,	isolation,	vulnerability,	poor	health	and	isolation,	
resonate	with	chronic	challenges	participants	described	from	their	urban	context.	Cabrera	appropriately	
sums	up	the	impacts	of	these	interrelated	challenges.		
Cabrera	(2015)	writes:		
Populations	that	are	multiply	wounded	as	a	product	of	permanent	stress	lose	their	capacity	
to	make	decisions	and	plan	for	the	future	due	to	the	excess	suffering	they	have	lived	
through	and	not	processed.	But	when	people	begin	to	talk	about	their	history,	assume	it	and	
reflect	on	it,	a	fundamental	process	takes	place	that	is	not	achieved	by	traditional	training	
programs:	people	find	meaning	and	significance	in	what	they	have	lived	through.	
Reconstructing	the	sense	of	our	national	and	personal	histories	is	a	path	to	understanding	
that	there	is	meaning	in	what	we	are	and	what	we	have	lived	through	despite	everything,	
and	this	is	what	allows	us	to	go	forward	in	life.	But	going	forward	is	only	possible	if	people	
can	find	new	energy.	(p	3)		
Ramphele	(2019)	confirms	the	unnamed	and	overwhelming	social	pain	in	the	South	African	
context	that	needs	healing.	Relinking	marginalized	communities	to	traditional	cultural	practices	and	
knowledges,	identifying	and	promoting	strengths,	increasing	social	capital	through	restored	connections	
and	make	sense	of	our	histories	are	vital	responses	to	righting	the	legacies	of	the	past	(Alfred,	2015;	
Cabrera,	2015;	Harper	Browne,	2014;	Nkosi	&	Daniels,	2007;	Ramphele,	2019).		
5.1.2	Meaning	making	through	storytelling.	The	traditional	protective	factor	of	storytelling	
proved	to	be	a	continued	source	of	strength	for	South	African	families	in	spite	of	the	decline	in	practice.	
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Once	trust	was	established	between	researcher	and	participants	and	between	participants	themselves,	
a	safe	space	emerged	for	critical	reflection	that	celebrated	strengths,	articulated	challenges,	and	created	
pathways	to	change	(de	Vos,	2014;	Suffla,	2012).	
Family	strengths	research	posits	that	families	live	out	of	their	strengths	and	don’t	need	to	think	about	
them	(DeFrain	&	Asay,	2007).	The	findings	from	this	study	indicate	that	there	is	a	greater	intentionality	
required	when	families	endure	historical	trauma	and	on-going	toxic	stress	to	enact	family	strengths	(de	
Vos,	2014;	Mkhwanazi	et	al.,	2018).	The	intentional	act	of	reflection	and	storytelling	within	the	study	
helped	participants	make	sense	of	their	experiences	and	strengthen	existing	strengths	(Lekoko,	2007).	
Participants	were	able	to	“negotiate	and	re-negotiate	personal	understandings,	to	find	their	own	sense	
of	reality	within	a	collaborative	context’’	(Coemans	et	al.,	2015,	p.	35).		
“Reconstructing	the	social	fabric”	through	photovoice	was	a	fitting	methodology	and	approach	
for	storytelling	as	it	positioned	participants	as	the	experts	of	their	stories	while	also	making	space	for	
participants	to	open	up	to	new	possibilities	(Cabrera,	2015;	Harper	Browne,	2014;	Treffry-Goatley	et	al.,	
2016;	Wang	&	Redwood-Jones,	2001).	As	participants	shared	their	stories,	they	were	personally	
strengthened,	bonds	were	strengthened	within	the	family,	and	social	capital	increased	as	families	
bonded	over	the	making	and	sharing	of	their	visual	stories,	an	important	factor	considering	the	most	
effective	social	support	comes	from	people	with	similar	backgrounds	and	situations	(Böök	&	Mikael,	
2014;	Haglund	et	al.,	2016;	Wang	et	al.,	2000).		
5.1.3	Photovoice	as	a	form	of	empowerment.	The	adapted	photovoice	study	design	attempted	
to	use	Imbeleko	principles	for	cultural	relevance	throughout	the	study,	and	yet,	the	study	design	
challenged	the	customary	way	of	doing	things	(Ncube-Mlilo,	n.d.).	With	every	step,	there	were	barriers	
and	unfamiliarities,	such	as	using	cameras,	engaging	workbooks,	and	having	a	white	interviewer	who	
went	to	their	homes.	In	addition,	hierarchies	were	flipped	as	the	“teacher”	(researcher)	asked	for	input	
rather	than	give	parenting	instructions.	Participants	were	active	contributors	rather	than	passive	
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subjects.		
Even	within	these	uncustomary	ways	of	doing	things,	participants	were	empowered	and	
experienced	a	“consciousness-raising”	that	generated	solutions	from	within	the	participants	themselves	
(Dakin	et	al.,	2015;	Suffla	et	al.,	2012;	Teti,	Pichon,	Kable,	Rarnan	&	Binson,	2013).	For	example,	one	
participant	deleted	a	game	on	his	phone	during	focus	group	two.	Other	participants	showed	activated	
agency	during	data	collection	as	they	signed	up	for	family	walks;	revived	games	from	their	childhood;	
looked	for	activities	that	interested	their	child;	and	recommended	ideas	such	as	“diarizing,”	using	the	
alarm	or	calendar	on	phones,	or	planning	the	night	before	for	better	time	management	to	prioritize	
enjoyable	times	with	their	children.	A	month	after	data	collection	was	complete,	participant	3	displayed	
continued	activated	agency	when	she	sent	the	researcher	an	image	on	WhatsApp	of	a	typed	and	printed	
letter	outlining	“what	I	learned	from	what	I	did	with	my	parents	vs.	what	I	do	with	my	kids,	what	I	learn	
the	most	about	the	project,	what	you	do	with	your	kids	matters”	(see	Appendix	F).		
5.2	Implications	
5.2.1	For	the	family.	The	participants	in	this	study	are	a	representative	population	of	the	
significant	changes	that	have	occurred	in	the	South	African	family.	As	described	by	Nkosi	and	Daniels,	
“the	family	operates	in	a	socio-cultural	and	socio-political	climate	that	differs	to	a	large	extent	from	that	
of	the	traditional	black	family,”	including	“environments	altered	by	urbanization”	(2013,	p.	22).	
Generations	of	cultural	learning,	reinforced	by	apartheid,	is	being	challenged	in	the	current	generation	
and	these	parents	are	in	the	middle	of	this	cultural	transformation.		An	important	factor	in	
strengthening	families	is	to	recognize	and	respond	proactively	to	the	unique	challenges	of	migration	
which	has	resulted	in	an	altered	urban	lifestyle.	The	World	Bank	(2018)	reports	that	“those	migrating	to	
cities	from	urban	spaces	from	rural	areas	were	among	the	most	vulnerable,	regardless	of	whether	they	
had	crossed	an	international	border”	(p.	23).	Individuals	and	families	can	get	separated	from	important	
protective	factors	that	stem	from	values,	indigenous	knowledges	and	cultural	practices	when	navigating	
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new,	unfamiliar	territory	experienced	in	the	urban	context	(Nkosi	&	Daniels,	2013).	To	help	families	
adapt	and	transfer	values	in	unfamiliar	contexts,	it	is	vital	that	NGOs,	schools,	religious	institutions,	and	
other	entities	prioritize	spaces	for	reflection	on	lived	experiences	and	create	opportunities	for	families	
to	articulate	and	translate	values.	With	the	creation	of	these	opportunities,	families	will	be	able	retain	
values	and	adapt	how	that	value	is	expressed	rather	than	abandon	them	or	reinforce	values	in	a	way	
that	restricts	their	child’s	success	in	a	new	environment.	Not	only	will	these	opportunities	help	families	
adapt	and	thrive,	it	will	increase	social	capital	important	for	resilience	(Harper	Browne,	2014;	Nkosi	&	
Daniels,	2013).		
5.2.2	For	photovoice.	Photovoice	continues	to	be	a	highly	flexible	methodology	that	is	effective	
in	centering	marginalized	and	vulnerable	communities	(Lenette	et	al.,	2013;	Oh,	2012;	Teti	et	al.,	2013;	
Wang	&	Burris,	1997).	Researchers	implementing	photovoice	need	to	be	wary	of	the	parachute	effect,	
dropping	into	communities	with	quick	timelines	without	investing	in	relationship	(Castelden	et	al.,	
2008).	Lack	of	attention	to	balancing	power	and	creating	trust	can	hijack	the	process	and	result	in	data	
that	misses	true	realities	(Coemans	et	al.,	2015;	Pollak,	2017;	Treffry-Goatley	et	al.,	2016).		
Photovoice	is	a	wonderful	tool	for	families.	While	the	research	only	presented	data	from	parent	
participants,	inviting	the	children	to	participant	to	tell	their	own	stories	alongside	their	parent	was	an	
important	element	that	contributed	to	the	bonding	that	occurred	within	this	study.	The	fun	nature	of	
this	study	made	it	accessible	to	a	wide	range	of	ages.	Photovoice	programs	that	prioritize	storytelling	to	
help	parents	transfer	stories	to	their	families	for	increased	connection	and	a	stronger	sense	of	identity	
would	be	ideal	for	future	photovoice	family	programs	(Bohanek,	Marin,	Fivush	&	Duke,	2006;	Fivush,	
Bohanek	&	Zaman,	2010).	
Photovoice	is	postured	to	fit	well	as	a	tool	for	individuals	and	communities	that	have	
experienced	trauma.	The	process	is	an	active	form	of	meaning-making	and	that	sees	people	beyond	
their	problems	(Kirova	&	Emme,	2008;	Lekoko,	2007;	Ncube-Mlilo,	n.d.;	Stiles	et	al.,	2019).	Moreover,	
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photovoice	is	an	embodied	experience	that	involves	sensory	engagement	and	can	promote	healing	
when	experiences	are	processed	beyond	words	(Bijoux	&	Myers,	2006).	When	used	in	this	way,	
implementers	should	consider	a	more	didactic	approach	that	allows	for	a	more	therapeutic	orientation	
within	the	co-construction	of	knowledge	(Woodgate,	et	al.,	2017)		
5.2.3	For	schools.	Schools	in	South	Africa	tend	to	support	families	through	parent	meetings	and	
parent	education	that	mimics	the	teacher-student	hierarchy.	This	top-down	approach	can	carry	
elements	of	shame	that	discourage	parent	participation.	The	findings	from	this	research	suggest	that	
there	may	be	value	in	schools,	such	as	Kingsway	Christian	School,	adopting	strengths-based	approaches	
to	support	parents.	For	example,	rather	than	teaching	parents	how	to	parent,	schools	and	other	social	
actors	could	create	space	for	listening	for	existing	strengths	in	parenting	and	family	life	and	building	on	
these	strengths	(Nkosi	&	Daniels,	2007).	Invitations	for	parents	to	reflect	and	make	meaning	from	their	
story	could	reposition	parents	for	critical	engagement	with	their	family	in	the	urban	setting.	Creating	
space	for	reflection	and	meaning	making	could	also	build	essential	social	connections	and	increase	social	
capacity	necessary	for	parenting	especially	in	urban	context	where	community	is	fractured	(Nkosi	&	
Daniels,	2007).		
Furthermore,	these	findings	suggest	that	prompts	inviting	whole	family	engagement	which	
prioritize	communication	and	the	transfer	of	indigenous	knowledge	and	values	could	strengthen	families	
and	encourage	greater	participation	with	each	other	and	the	school	(Gould	&	Ward,	2015;	Mkhwanazi	
et	al.,	2018).	Such	prompts	would	provide	families	with	information	to	help	springboard	engagement.	
This	study	demonstrated	that	families	are	not	against	spending	enjoyable	time	together.	Their	stories	
exhibit	a	willingness	to	spend	enjoyable	time	with	their	children	even	in	the	midst	of	a	myriad	of	
challenges.	Where	the	motto	“it	takes	a	village	to	raise	a	child”	worked	in	the	rural	setting,	due	to	crime	
and	the	breakdown	of	community,	parents	need	to	take	a	more	proximate	and	intentional	role	within	
parenting	in	the	urban	setting	which	schools	and	other	social	actors	can	help	facilitate.	Promptings	and	
	
	
90	
invitations	to	parents	and	families	within	a	strengths-based	perspective	are	consistent	with	the	
Children’s	Amendment	Act	(Act	No.	41	of	2007)	and	the	Programme	of	Action	on	Violence	against	
Women	and	Children	which	advocate	for	building	the	capacity	of	parents	and	strengthening	positive	
relationships	within	the	family	(Gould	&	Ward,	2015).		
5.3	Limitations	
5.3.1	Researcher	limitations.	While	the	goal	was	to	have	a	methodology	and	findings	that	
honored	indigenous	ways	of	relating	and	collecting	information,	the	reality	was	that	adapting	the	
culturally-sensitive	yet	Western-research	based	model	was	an	aspiration	that	leaves	room	for	growth.	
While	I	had	implemented	nine	previous	participatory	photography	programs	with	children,	this	was	the	
first	time	engaging	the	process	for	research	and	with	families.	The	depth	of	analysis	was	limited	by	my	
inexperience	in	conducting	research	and	by	my	inexperience	of	implementing	an	adapted	photovoice	
project	with	an	academic	lens.		
Another	limitation	was	not	having	a	local	research	team	to	design	the	process,	conduct	the	
study	and	analyze	the	data.	It	was	an	advantage	that	I	live	in	the	context	of	my	study,	but	a	local	
researcher	team	would	have	allowed	local	perspectives	and	expertise	to	inform	the	research	process	
and	interpretation	of	data.		
5.3.2	Conflicting	expectations.	As	an	amateur	researcher,	I	had	a	strong	desire	to	adhere	to	
research	protocols	and	processes.	Managing	tensions	between	academic	institutional	expectations	
along	with	the	relational,	cultural	expectations	in	the	context	of	the	study	proved	to	be	challenging.	
Upon	reflection,	I	realized	some	of	the	processes	were	too	rigid	for	the	context	of	the	study.	My	
informed	consent,	while	simplified,	intimidated	the	participants	and	contributed	to	a	rocky	start	
together.	The	informed	consent	process	was	an	example	of	how	the	formality	of	the	research	process	
reinforced	the	perceived	hierarchy,	not	making	it	conducive	for	data	collection	in	this	context	and	that	
this	needed	to	be	overcome	or	tempered	by	spending	additional	time	in	relationship	building.	After	
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completing	the	research,	I	learned	it	is	possible	to	further	simplify	the	forms	to	obtain	written	informed	
consent	and	to	obtain	verbal	consent	alone	if	the	context	requires.	In	the	future,	universities	would	be	
wise	to	lay	out	these	options	more	explicitly,	especially	for	new	researchers.	As	a	researcher,	I	will	try	to	
better	balance	ways	to	adhere	to	protocols	while	also	advocating	for	and	ensuring	the	safety	and	best	
care	of	my	participants	in	the	future.		
Additionally,	aligning	the	requirements	of	the	IRB	approval	process,	the	small	windows	within	
the	school	calendar,	and	the	limited	time	of	participants	proved	to	be	tricky.	To	honor	the	time	
limitations	of	participants,	I	ended	up	squeezing	too	much	into	the	first	workshop.	In	retrospect,	it	
would	have	been	better	to	add	one	extra	meeting	into	the	schedule	to	allow	for	relationship	building	
and	the	informed	consent	process	so	that	during	the	first	official	workshop,	relationships	would	have	
been	established	and	the	focus	could	remain	on	understanding	the	tasks	involved	in	the	study.	As	it	
happened,	participants	shut	down	after	the	informed	consent	process	due	to	feeling	overwhelmed	
which	limited	participation	and	understanding	of	the	study	initially.		
In	the	end,	participants	reflected	on	the	timeline	and	rough	beginning	of	the	study.	Participants	
appreciated	the	reflexive	way	the	researcher	visited	homes	and	made	personal	visits	to	ensure	
understanding	and	to	build	relationships.	However,	participants	disagreed	on	the	right	amount	of	time	
for	the	study.	Some	participants	said	it	was	too	short	–	they	were	just	getting	into	it.	Others	said	it	was	
too	long.	Others	suggested	to	have	the	program	over	a	longer	period	of	time	but	meet	less	frequently	so	
it	doesn’t	take	up	so	many	weekends	in	a	row.	While	participants	were	inconclusive	on	the	best	timing,	
there	was	universal	agreement	that	they	enjoyed	the	process	and	would	do	it	again.		
5.4	Personal	Reflections	
As	the	researcher	of	this	study,	living	in	South	Africa	for	seven	years	has	given	me	important	
context	that	aided	me	during	the	study.	However,	my	eight	years	previously	living	in	Nigeria	proved	vital	
for	how	I	related	to	participants	from	the	Zandspruit	community	and	informed	how	I	framed	conditions	
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for	the	study.	I	only	live	15	minutes	from	where	the	participants	in	my	study	live	and	yet,	in	many	ways,	
we	live	worlds	apart	as	South	Africa	hosts	elements	of	a	developed	and	developing	country.	Aside	from	
the	walls	that	surround	every	home	in	my	neighborhood,	you	might	assume	it	to	feel	and	look	like	a	
neighborhood	you	would	find	in	sunny	California.	Western	efficiency	and	ways	of	relating	are	the	norm	
in	my	neighborhood.	And	yet	15	minutes	down	the	road,	you	can	find	a	community	that	looks	and	
functions	more	like	the	world	I	left	in	Nigeria.	My	years	in	Nigeria	fostered	more	relational	ways	of	
engaging	and	reflexive	responses	to	issues	such	as	time	which	were	an	important	asset	for	engaging	in	
the	context	of	this	study.		
Despite	the	way	Nigeria	prepared	me	for	a	more	African	context	and	way	of	relating,	and	
despite	the	fact	that	I	am	raising	my	own	children	in	the	South	African	context,	there	is	not	anything	in	
my	life	that	parallels	what	the	families	in	my	study	have	experienced.	I	come	from	a	place	of	privilege	on	
many	levels	and	need	to	acknowledge	that	this	brought	limitations.		
There	were	several	incidents	that	brought	layers	of	heaviness	in	the	middle	of	the	data	
collection	process.	During	data	collection,	there	was	a	murder	of	a	young	woman	that	sparked	outcries	
and	protests	throughout	the	country	for	the	common	place	injustice	of	gender-based	violence.	Within	
the	same	time	frame,	there	were	xenophobic	attacks	that	broke	out	causing	further	fears	and	insecurity.	
While	the	issues	were	separate	to	the	content	of	the	study,	the	fact	that	participants	represented	
women,	parents	of	daughters,	and	Africans	from	other	countries,	the	issues	felt	proximate.	Navigating	
these	on-going	stressors	layered	on	top	of	physical	and	mental	health	issues	in	my	own	family	left	me	
depleted	by	the	end	of	the	data	collection	period.	I	experienced	hurdles	in	the	analysis	process	due	to	
my	depleted	state	and	the	challenge	of	piecing	together	complex	stories	that	required	translating	stories	
from	an	African	context	to	a	Western	academic	setting.		
As	I	analyzed	the	data,	I	realized	an	unexpected	connection	with	the	participant	stories.	As	
participants	articulated	that	they	don’t	have	a	manual	to	translate	their	traditional	values	in	this	urban	
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setting,	I	realized	that	in	my	family’s	own	migration	story,	we	too	had	gotten	disconnected	from	some	of	
our	own	values.	For	example,	I	grew	up	with	the	Midwest	value	of	a	strong	work	ethic.	With	the	large	
informal	work	sector	of	domestic	helpers	and	gardeners,	I	was	unsure	of	how	to	instill	hard	work	in	my	
own	children	when	life	looked	so	different	to	my	own.	While	our	getting	separated	from	values	and	
being	unsure	of	how	to	translate	values	in	new	settings	was	different,	I	was	struck	with	the	
disorientation	we	both	experienced	and	was	reminded	of	the	importance	of	connecting	with	others	to	
navigate	this	uncharted	territory.		
I	was	deeply	honored	that	the	12	participants	in	this	study	opened	their	homes	and	lives	to	me.	I	
was	humbling	to	experience	their	warm	and	hospitable	embrace.	I	have	been	inspired	by	these	families	
and	the	strengths	I	continue	to	see	within	diverse	African	contexts.	
5.5	Conclusion	
Berenice	Abbott	quips,	“Photography	helps	people	to	see.”	Not	only	did	this	research	study	help	
participants	to	see	more	deeply	into	their	own	lives	and	the	lives	of	their	child,	their	stories	helped	me,	
the	researcher,	to	see	more	deeply	and	appreciate	the	resiliency	of	South	African	families.		
Directly	translated	to	English,	the	isiZulu	greeting	“Sawubona”	means	“we	see	you.”	The	
photovoice	methodology	and	strength-based	practice	help	orient	participants,	researchers	and	
members	of	the	academic	community	to	be	able	to	see	and	recognize	overlooked	populations	and	
important	cultural	strengths.	In	seeing	families	through	their	strengths,	there	is	potential	to	overcome	
barriers	and	disrupt	the	residual	effects	of	an	oppressive	history.	It	was	clear	to	see	the	casualty	that	
oppressive	systems	have	had	on	South	African	families.	In	empowering	the	family	to	reclaim	their	
strength,	there	is	hope	that	healed	and	empowered	families	will	prove	circular	casualty,	positively	
influencing	the	very	systems	that	were	designed	to	harm	them.	Pope	John	Paul	II’s	words	infuse	hope:	
“As	the	family	goes,	so	goes	the	nation	and	so	goes	the	whole	world	in	which	we	live.”	
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APPENDIX	A		
Invitation	Letter	
Included	in	the	written	invitation	letter	to	interested	parents	were	the	following:	goals	and	program	
agenda,	timeline,	and	participant	checklist	to	identify.		
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APPENDIX	B	
Workbook	Template:	Prompt	to	Build	Photo-Narrative	Ideas	
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APPENDIX	C	
Workbook	Template:	Narrative	Prompts	
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APPENDIX	D	
Compiled	List	of	Participant	Workbook	Answers		
Compiled	lists	of	all	participant	workbooks	answers	were	used	to	expand	participant	answers.	
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APPENDIX	E	
Participant	Themes:	Top	4	Barriers	to	Spending	Enjoyable	Time	with	our	Children	
Participant-identified	themes	generated	at	the	end	of	Focus	Group	2	regarding	top	four	reasons	barriers	
to	spending	time	together	with	their	children.		
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APPENDIX	F	
Participant	3	Reflection	Letter	
Participant	reflection	letter	sent	to	the	researcher	a	month	after	the	research	concluded.		
	
